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ABSTRACT 
 
Preparing pre-service teachers to work in urban schools requires a unique set of skills, 
practices, and social considerations. This study examines the deeply held beliefs and attitudes – 
that is, the personal practical knowledge – of undergraduate pre-service teachers, specifically 
White women, as they transition into their first year of teaching in order to make sense of their 
cultural identities and development when in prolonged settings of cultural mismatch. The goal is 
to share their stories and illuminate the personal development and growth that occurs in their 
cultural assumptions and beliefs while transitioning from being a pre-service teacher to leading a 
classroom of their own.  
Using a narrative inquiry as a research method, this study examines the transition from 
student to teacher. Through a series of semi-structured interviews as well as weekly reflective 
journaling writing, participants delved into issues of cultural conflict, cultural competence, and 
the mediation of cultural conflict as White females in an urban school context. Entrenched in this 
study are themes of identity development, self-efficacy development, cultural growth in 
competence, and storied metaphors capturing the transition. The findings of this work provide 
insights into pre-service teacher education, specifically related to preparing future teachers for 
diverse classrooms, and providing an experiential account of teacher induction which can be 
used to strengthen both pre-service teacher education and teacher induction practices in diverse, 
urban settings.  
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CHAPTER I  
INTRODUCTION  
 
In May 2007, I walked into my first interview for a full-time teaching job. I 
nervously waited in the main office of the school that would become my home for 
the next seven years. I was greeted by the building principal, Dr. Deb Frison.  She 
was a middle-aged African American woman, with a persona that filled the entire 
main office space, despite the fact she was wearing jeans and a school t-shirt. She 
shook my hand firmly and greeted me with a warm, yet authoritative voice. During 
my interview for a special education teaching position, she pointedly asked, “Well, 
Samantha, are you a lifer? Because I can’t hire another teacher that’s either going 
to leave my school or switch over to general ed after two years. So, are you in this 
for real?”  
 
This question left me stunned, and while I can’t remember my exact response, I do 
recall fumbling through my answer. I signed my contract with the school district, 
committing to Dr. Frison and her building three days later. The school carried a 
reputation that appalled many of my friends, family, and teacher education 
classmates. I found myself fielding the barrage of “Are you sure you want to teach 
there?” and “Oh you’re going to that school…” comments upon announcing the 
news of my contract. As a young, White woman, with limited experiences in an 
urban school context, I was not sure how to respond to their assumptions. Should I 
defend my choice to teach in the school? Should I echo their concerns? I was left 
doubting myself, my decision making, and my ability to be successful in such a 
setting. 
 
My teacher induction days in early August 2007 only reinforced these assumptions 
of the school. Being told by the head janitor, an older African American gentleman, 
not to leave the building by myself after dark and to not hesitate to page someone 
on the custodial staff to walk me out caused me to question my safety in the 
community. Back-to-school night, being surrounded by parents and families from 
the community that did not reflect my own childhood and adolescent experiences 
served to reinforce assumptions about family dynamics. My first year of teaching 
was a complicated path of cultural missteps and blunders, operating out of incorrect 
assumptions and biases I unknowingly held about my students, their families, and 
the community in which my school was located. I left everyday feeling ineffective, 
exhausted, and uncertain of my future. 
 
This pattern of deficit thinking about my students and myself continued until the 
end of my second year of teaching. My emotional and mental state had visibly 
declined. It was then that one of my colleagues reached out to me during my 
conference period. Mrs. Jordan was another special education teacher on staff, so I 
had had numerous interactions with her during my previous year at the school. She 
  2 
could see I was struggling, looked me in the eyes and said, “It’s hard, isn’t it? 
Feeling like you’re wrong here, like you don’t fit.” She paused for what seemed 
like an eternity, then continued, “Honey, all these babies in your classes feel the 
same way. You gotta stop seeing what they can’t do. Everyone sees what they can’t 
do. Their mamas, the teachers, the tests, the school. All they are is their can’t dos. 
If you want to make it here, you gotta see ‘em as their CAN do’s. Because you 
might be the only one who does. Start looking for the can dos, baby, and you’ll be 
just fine here.” From that moment, I committed myself to seeing my students for 
their assets, their can dos, and I never looked back. 
 
 
 
In addition to national, state, and district policy guidelines, instructional practices and 
classroom management strategies utilized in today’s schools are largely shaped by the attitudes, 
beliefs, and perceptions of teachers.  With the majority of today’s classroom teachers in urban 
schools being comparatively inexperienced young White women (Darling-Hammond, 2010), the 
lack of exposure to a variety of cultures shapes their perceptions of the capabilities of the 
students in their classrooms. These personal biases are often clouded in, and fraught with, deficit 
thinking which has the capability to impact all students, but ultimately proves to have much more 
detrimental effects for students of color (Ladson-Billings, 2009). 
 To address these deeply held biases, many pre-service teacher education programs, 
specifically those at predominantly White institutions, require a minimal amount of multicultural 
education courses or coursework focused on equity pedagogy. Often, the courses that are 
required present an oversimplified description of culture and “focus only superficially on 
material culture” (Ladson-Billings, 2009, p. 143). The superficial nature of these courses do not 
allow for the critical identity work necessary to account for years of conditioning and privilege, 
in essence, the do not fix the biases that teachers are bringing with them into the classroom as 
they enter the field. Furthermore, current practitioner literature publishes a minimal number of 
easily accessible articles on the topics of equity pedagogy and teaching for social justice. Of 
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those articles published, the majority use equity pedagogy as a theoretical base rather than 
offering explicit instructions for its incorporation into classroom practice (Meister, Zimmer, & 
Wright, 2017). It can be argued that if pre-service teachers are receiving minimal exposure to 
either coursework or easily accessible publications which inform and reinforce the tenets of 
equity pedagogy, they are left to rely largely on their foundational beliefs, assumptions, and 
biases about students of color when entering the classroom for their first teaching assignments. 
 Quality teacher preparation, especially for teachers who will be entering urban schools, is 
absolutely critical for student success. Today’s urban schools face multiple challenges such as 
high-stakes testing, inequitable funding and resources, high teacher attrition rates, student 
tracking, pressures to teach-to-the-test using prescribed curriculum that ignores and excludes 
student culture, rising dropout rates, increasing populations of English language learners, and 
inflated numbers of students receiving special education services (Anyon, 2005; Darling-
Hammond, 2010; Landsman & Lewis; 2011; Moore, III & Lewis, 2012; Steinberg, 2010). 
Without quality teacher preparation and repeated exposure to and interaction with a variety of 
students in multiple diverse settings, new teachers often “consciously or unconsciously, 
reproduce a variety of authoritarian practices – in the name of classroom or group management – 
in efforts to maintain physical control” (Darder, 2010, p. xviii).  
 While numerous studies have been conducted examining the attitudes and beliefs of in-
service classroom teachers (e.g., Ashton & Webb, 1986; Bandura, 2001; Michie, 2007), as well 
as the impact these have on students of color (e.g., Bloom, Peters, Margolin, & Fragnoli, 2015; 
Delpit, 2006a, 2006b; Emdin, 2016a; Ladson-Billings, 1994, 2011), few researchers have 
specifically focused on undergraduate White females in teacher education programs and those 
newly transitioning into their first full-time teaching assignments. To date, the research 
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community has seemingly been more focused on the study of teachers actively in the field, rather 
than looking introspectively at the work being done with undergraduate teacher candidates, 
specifically examining the cultural awareness, attitudes, and beliefs of young White females. It is 
these beliefs and attitudes that Darling-Hammond (2010) recommends addressing, in addition to 
creating a strong support system with high expectations for all students, “so that they can commit 
to themselves and their learning” (p. 65). 
 Over the past fifteen years, the metaphor of teacher as savior, more specially “White 
savior,” has arisen as an area of study within the fields of sociology and film studies (Feagin, 
2014; Hughey, 2014). The White savior is a character who, using their whiteness and privilege, 
provides assistance, care, or support to a person of color with the intention of bettering their 
situation from a position that glorifies their whiteness and reinforces the notion that whiteness is 
necessary for success or quality of life. This is often borne out of a colorblind ideology that 
asserts that White is the ideal and results in praise and gratification for the White savior, while 
disregarding any contributions, merit, or resilience within the person of color. This construct of 
the White savior has largely been examined within the realms of television, literature, and 
popular film.; with only passing mentions of the construct within an educational setting in 
academic literature, and when present, the construct is rarely explicitly defined. Cann (2015) 
examines films where the White savior presents herself in the role of a teacher in an urban 
school, noting that these White savior film narratives teach “movie-goers that urban schools need 
only well-meaning, less expensive, underqualified and inexperienced White teachers despite the 
research showing otherwise” (p. 288). These film narratives are supported by Darling-
Hammond’s (2010) assertion that young White teachers are often initially placed in classrooms 
in urban schools that have disproportionate amounts of students of color; and these placements 
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serve to either reinforce racial stereotypes held by teachers and reinforced by popular media, or 
to enable the White savior mindset to persist.  
 Preparing pre-service teachers to work in urban schools requires a unique set of skills, 
practices, and social considerations. The desire to teach in such settings and a willingness to 
“help children” is simply not enough to ensure that students are having their diverse needs 
adequately met to reach their full academic and social potential. To begin this analysis of teacher 
education, we must first conduct an in-depth study of the products of these programs, our novice 
teachers transitioning into their own classrooms for the first time.  
Theoretical Framework 
Caring and nurturing are traits that have been long associated with teachers and 
education. This is commonly assumed to be attributed to the predominantly female workforce, 
and the seemingly inherent nature of female mothering characteristics. Care theory and the ethic 
of care articulated by Carol Gilligan (1982) attempts to deconstruct some of these often-
attributed feminine traits in the field of psychology. Gilligan’s initial work articulated two 
separate forms of moral orientation: care (which she associated with the feminine) and justice 
(which she associated with the masculine). While Gilligan noted that elements of each 
orientation could be found in both sexes, she largely argued that females made decisions from a 
center of care while men base decision-making on elements of justice.  
Building on Gilligan’s initial work, Noddings (1984, 1992) expands upon the need for 
demonstrating this ethic of care in educational settings. She discerns between two types of 
caring: “natural” caring versus ethical caring; arguing that natural caring occurs spontaneously, 
while ethical caring must be summoned. Throughout her work, Noddings highlights four critical 
components she argues are crucial to developing empathetic, caring students that also must be 
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present and reinforced within teachers: modeling, dialogue, practice, and confirmation. She 
asserts that teachers are the primary models of caring behavior within a school setting and that 
these interactions must be genuine and cannot be generalized across students. Due to the highly 
variable nature of caring interactions, Noddings notes the influence that culture and previous 
experiences can have on instances of caring. Because these moments are heavily influenced by 
past experience and interactions, young White female teachers with little to no exposure to 
diverse student populations run the risk of relying on assumptions, and thereby reinforcing and 
reproducing stereotypes and biases.  
 The second element of Noddings’ ethics approach to moral education is dialogue. 
Dialogue provides both students and teachers the opportunity to reflect on interactions involving 
care. Because care can manifest in a variety of ways, dialogue is critical to determining the level 
of care present. In some cases, the “carer” may assume the interaction to be caring; however, the 
“cared-for” may not agree. Ultimately, it is the feelings and response of the “cared-for” that 
determines the authenticity of an interaction. Without dialogue, the two parties involved may 
continue to operate from assumptions rather than analyzing true feelings and emotions. Such 
assumptions can serve to further divide teachers and students when a cultural mismatch is 
already present. 
 The final two steps in Noddings’ (1992) model are practice and confirmation. Students 
and teachers must be provided the opportunity to practice and reflect on caring interactions 
frequently and in a variety of settings. Relationship building is critical to genuine confirmation 
and it should be noted that “formulas and slogans have no place” (p. 25) in this step. Noddings 
states that the “aim is not always academic learning” (2012, p. 239); rather, sometimes the goal 
is to support one another and work collaboratively to problem solve, simply to provide authentic 
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situations and settings in which to practice caring interactions. Additionally, a high level of trust 
between teacher and student is absolutely necessary for the validity and authenticity of 
confirmation to be taken seriously. This final element of the model is often the most difficult for 
general classroom teachers, as it is highly individualized. Setting a general standard of “high 
expectations” will not suffice, feedback and confirmation provided must be specific to each 
student. Teachers must actively work to reject a deficit mindset and consciously focus on 
students’ assets and strengths. This can be exceedingly difficult for inexperienced teachers who 
are unfamiliar with their student population, especially if they are not fully embedding 
themselves into the communities in which they teach.  
 Noddings’ model reinforces the need for establishing meaningful relationships with 
students over time. By doing this, teachers and students can support one another’s moral 
development and recognize growth reciprocally. This is reinforced by Noddings’ (2012) 
statement that “genuine education must engage the purposes and energies of those being 
educated. To secure such engagement, teachers must build relationships of care and trust, and 
within such relationships, students and teachers construct educational objectives cooperatively” 
(p. 244).  
Although the work of Gilligan and Noddings describes elements of care from a gendered 
perspective, they do little to critically analyze the racialized dynamics of care in educational 
settings. Cooper (2009) uses the ethic of care in education, specifically from a Black Feminist 
and Womanist care perspective, to reframe the dialogue surrounding parental involvement in 
schools in order to challenge current ideology and assumptions about African American mothers 
and parenting. Examining the traditionally deficit-minded assumptions teachers hold about 
African American mothers allows for the expansion of care theory and articulates how the ethic 
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of care is being used in schools (Cooper, 2009). These commonly held assumptions and beliefs 
influence the treatment, attention, and instruction children receive in the classroom; often 
resulting in negative consequences and inequitable learning experiences.  
 Black Feminist and Womanist scholars have continued to develop the ethic of care, 
creating more culturally relevant descriptions, and steering away from a justice versus care 
dichotomy (Collins, 1990, 1996). Cooper (2009) states, 
Black feminist and womanist care theories draw upon the history of African American 
culture and the lived experiences and traditions of African American women. Such 
theories reject binaries of justice and care, emphasize African Americans’ traditional 
concern with both individual care and collective uplift, link caring relations to the 
contexts of racism, and reveal the political nature of care. (p. 384) 
Accounting for the cultural, racial, and gendered differences in the demonstration of care is 
critical to the success for all students. This reframing concludes by discussing the need for 
schools to view parental and family engagement and involvement through a critical care lens in 
order to better engage families and that “discussions about how to better collaborate with 
families and communities should be emphasized in preparation programs and professional 
development sessions” (Cooper, 2009, p. 391);  arguing that doing so would ensure that the ethic 
of care is viewed and understood through a more inclusive lens and that teachers are 
continuously being pushed to become more critically conscious and aware. 
Personal Story 
Clandinin and Connelly (2000) claim that “our research interests come out of our own 
narratives of experience” (p. 121) and the focus of this study is highly reminiscent of my own 
personal and professional development as shown in the opening vignette. Many years ago, as I 
was completing my student teaching experience, I was faced with the task of securing a full-time 
teaching job for the coming fall. My entire undergraduate special education teacher education 
program had focused on the “nuts and bolts” of teaching. I was well-versed in the components of 
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a quality lesson plan, the best practices of classroom management, and a multitude of student 
engagement strategies. Additionally, because I was pursuing a degree in special education, I was 
proficient in writing individualized education plans (IEPs), in holding annual IEP meetings, and 
collaborating with parents and other service providers to ensure all students were having their 
needs met in the classroom. I had successfully completed three semesters worth of field 
observations and practicums in the classrooms of other educators and was feeling successful in 
my 14-week-long student teaching experience.  
Coming from a predominantly White middle-class area of Omaha, Nebraska, I had had 
minimal interactions with other students or families of color; however, my level of experience 
was much more abundant than many of my classmates at the University of Nebraska, as I had 
come from the “big city” rather than from one of the numerous smaller rural towns and villages 
dotting the state. To address this lack of exposure to diverse populations, the teacher education 
programs required a minimum of one practicum experience in a diverse placement, and one 
required multicultural education course. As a White woman from a largely White community, 
my experience is not unique. In fact, I would contend that my experience is quite similar to a 
majority of young White women entering teacher education programs nationally. 
My own experiences continued to follow a somewhat predictable pattern that is 
reminiscent of many new teachers. I received interviews with the two largest districts in the 
Omaha area, one more affluent and largely White and the other more urban and diverse racially, 
ethnically, and socioeconomically. I ultimately was offered two jobs within the urban district, 
both at middle schools, one located in a solidly middle-class neighborhood, and the other located 
near the downtown area. The student populations at these schools varied greatly in terms of 
racial and ethnic populations, the numbers of students receiving Special Education and English 
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as a Second Language services and support, and the number of students eligible for free or 
reduced lunch pricing. Ultimately, I chose the position at the building with a higher number of 
perceived deficits, and it resulted in a life-altering shift in my perspective. 
My seven years in the classroom began much like many novice teachers, filled with 
numerous blunders, missteps, and hesitations. I was overly cautious in my interactions with 
parents and families, operating from a position of self-doubt and uncertainty. I made several 
assumptions about the home lives of my students and was genuinely surprised upon meeting 
parents and guardians when my assumptions were shattered. I learned the value of listening to 
understand rather than to diagnose or provide suggestions, allowing parents and families to bring 
their perspectives to the conversation about their child and validating their knowledge. The 
conscious act of listening provided me with the basis for my perspective shift from deficit 
thinking to adopting an asset-based mindset. Internally, operating from a deficit perspective took 
a physical, mental, and spiritual toll on my own well-being. Viewing my students, all of whom 
were receiving special education services, from a deficit perspective only resulted in feelings of 
ineffectiveness and created the beginning signs of burn out.  
During my third year of teaching, I made the decision to begin the school year by 
praising and celebrating the assets in my students. Admittedly, this was done from selfish 
motivations, knowing that I could no longer solely focus on the deficits identified by the school 
district and standardized test scores. I felt called to be an advocate for the brilliance in my 
students in spite of the laundry list of identified needs they possessed. This conscious and 
deliberate shift in my own thinking and approach allowed for more empowering relationships to 
be built with my students, more productive working relationships to be established with parents 
and families, and more joy found within myself in my teaching. 
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Throughout the course of my doctoral coursework and a great deal of autobiographical 
reflection, I have crossed the threshold of what Pinar and Grumet (1976) refer to as the 
synthetical moment. Slattery (2013) describes this as a moment when “there is a reconstruction 
of the self and an experience of solidarity of the intellect, the body, the spirit, and the cosmos, as 
well as an intrinsic coherence of time, place, and meaning” (p. 244). Only now have I begun to 
understand my past and see its influence upon my future, while situating my understandings in 
the present. I have come to realize that in many respects, I personally demonstrated many of the 
White savior tendencies exhibited in the films studied by Cann (2015) and Hughey (2014), such 
as making assumptions about the familial structure of my students and adopting a paternalistic 
approach to my classroom management and relationship building. While I do not truly believe 
that the mindset and resulting actions were ever intentionally carried out from a position of 
superiority, I was largely unaware of the extent of my personal White privilege. Only throughout 
my doctoral studies have I been given the tools and the language to fully begin to understand my 
experience as well as begin to deconstruct and analyze my own privilege. My undergraduate 
teacher preparation had never forced me to do this kind of introspective analytic work. Only 
through continued daily interactions with my students, my students’ families, and the greater 
school and neighborhood community was I able to truly shift my mindset to seeing the assets in 
all of my students. This rejection of deficit thinking and the subsequent work focused on 
encouraging others on my staff to do the same is what has led me to this present study.  
Statement of the Problem 
When novice White teachers enter classrooms operating from a deficit mindset 
perspective, they often respond with either a fear response or the desire to “whiten” their students 
of color (Ladson-Billings, 2006; Milner, 2012). Throughout my own field observations, hosting 
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numerous pre-service teachers in my classroom, and my collegiate teaching experiences, a desire 
to “help students in poverty” is frequently expressed by pre-service teachers as a primary 
motivation for wanting to teach in an urban school. This phrase is used in a manner and tone that 
suggests that all students in poverty are students of color and unable to demonstrate self-direction 
in education, who are somehow lacking in their life without the aid of a white teacher. Another 
element frequently seen among new teachers in urban schools is a fear response. Because of 
unfamiliarity with people of color, deep-seated stereotypes reinforced through media dominate 
the interactions between student and teacher (Feagin, 2014). Acting on these deeply held 
assumptions, attitudes and beliefs strengthens the White savior construct seen in interactions and 
teaching practices. It is the presence and power of this construct that establishes and reproduces a 
potentially damaging inequitable educational experience for students of color.  
Purpose of the Study 
This study centers on the examination of the deeply held beliefs and attitudes – that is, 
the personal practical knowledge (Clandinin, 1986, 1992; Clandinin & Connelly, 1996; Connelly 
& Clandinin, 1990; Craig, 2001) – of undergraduate pre-service teachers, specifically White 
women, as they transition into their first year of teaching in order to make sense of their shifting 
cultural identity and development when in prolonged settings of cultural mismatch. This study 
digs deeply into the concept of the White savior mindset embodied and expressed by pre-service 
teachers. The intent is to examine whether or not it truly exists beyond popular film and whether 
it is stifled or strengthened as they enter full-time teaching in the field. While many studies have 
examined pre-service teacher beliefs about students of color; few have done so in a manner that 
exposes the delicate balance of cultural development and competence needed to educate with 
equity and empowerment versus educating from an innately held need to save their students as a 
  13 
White savior would. As the development of the White savior continues to emerge and develop 
within the field of sociology, its application to the field of education (beyond White savior 
teacher films) has been largely non-existent except for passing mentions. This study aims to 
examine whether the White savior mindset is indeed present in White female pre-service 
teachers educated at a predominantly White institution (PWI) and to tell the story of their 
developing cultural competence through situations of cultural mismatch. Furthermore, its intent 
is to discern whether this mindset is a driving factor in their decision to teach in urban schools, 
and to examine changes that occur within these teachers’ cultural beliefs and assumptions as they 
enter the classroom and engage with increasingly diverse student and community populations. 
Significance of the Study 
To the best of the author’s knowledge, there currently has not been a published study that 
explicitly examines the cultural development of White females as they transition from pre-
service teaching programs into their initial years as an educator in a setting that is markedly 
different from their own previous educational experiences. The aim of this study is to examine 
this transition and record how participants describe and make sense of their experiences. If 
teacher education programs are to continue to be developed and refined to best prepare pre-
service teachers for the realities of the urban classrooms they are entering, we must begin to 
capture these experiences. Additionally, it can be argued that providing pre-service teachers with 
the skillset and cultural mindset to be successful in an urban setting would allow them to make 
smoother transitions into full-time teaching and assist in reducing the ever-increasing attrition 
rate of new teachers. 
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CHAPTER II  
LITERATURE REVIEW 
 
 “Whiteness, as a set of normative cultural practices, is visible most clearly to those it 
definitively excludes and those to whom it does violence. Those who are securely housed within 
its borders usually do not examine it.” (Frankenberg, 1993, p. 228-229) 
 
 Identity development with respect to pre-service and novice teachers has been a topic of 
research for many years (e.g., Ashton & Webb, 1986; Iannaccone, 1963; Olson, 1995; 
Tabachnick & Zeichner, 1984). However, rarely have race and gender been included in these 
studies; instead, cohort groups of pre-service and in-service teachers are often examined as units, 
charting their progress through educational programming, tracking their number of years in the 
classroom, and discussing student teacher development and or novice teacher growth. Only 
within the last 25 years have educational researchers begun to critically analyze the impact of 
race and gender on development as educators (e.g., Brown, 2013; De Lissovoy & Brown, 2013; 
Kokka, 2016; Michie; 2007). This identity of teachers is further problematized by their initial 
teaching placements. Often, situations of cultural mismatch and cultural conflict arise, leaving 
teachers and students in moments of tension rather than on episodes of teaching and learning. 
This examination of the literature will demonstrate the work that has been done on the themes of 
Whiteness and femininity in teaching, the development of teacher identity, and the changing 
structure of teacher education programs specifically for urban school placements. It will also 
highlight areas where further research is still needed. 
Construction of Whiteness 
 With the vast majority of today’s new teachers being young White females, an 
examination of race and cultural identity is a necessary, yet often overlooked, element of teacher 
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preparation. Race, as a social construct, determines and largely impacts all aspects of daily life. 
In fact, Frankenberg (1993) states that “race, like gender, is ‘real’ in the sense that it has real, 
though changing, effects in the world and real, tangible, and complex impact on individuals’ 
sense of self, experiences, and life chances” (p. 11). Realizing the impact of race and cultural 
differences in classrooms is acknowledged by today’s teacher education programs; however, 
many preparation sequences require a single course covering topics of multicultural education. 
Rarely in these courses is the race of the pre-service teachers discussed and analyzed; rather, it is 
a survey of cultures that future teachers will likely encounter in their future classrooms. 
Deconstructing Whiteness, its meaning, its elements, its historical development, and its societal 
impact is absolutely necessary in developing culturally competent teachers. 
 Models examining the specific and unique development of White women are not terribly 
numerous; however, by combining the work of Helms (1990), Frankenberg (1993), and Grumet 
(1988), we are able to begin to construct an ideological understanding. Helms’ (1990) model of 
White racial identity development consists of two phases, phase one being the abandonment of 
racism and phase two consisting of “defining a positive White identity” (p. 213). These two 
phases are comprised of three stages each, designed in a linear progression model. Phase one is 
comprised of Contact, Disintegration, and Reintegration; Phase two is comprised of Pseudo-
Independence, Immersion/Emersion, and Autonomy. This linear modeling is problematic 
because it insists that once a stage has been completed, that the individual cannot regress to a 
previous stage; nor does it suggest an individual can occupy more than one stage simultaneously. 
The rigidity of such stage theory models is problematic, specifically in terms of fluid experiential 
development such as racial identity. In spite of the constraints of this linear model, it does serve 
as a way of assessing the racial identity development of White female pre-service teachers. 
  16 
Helms outlines characteristics that encapsulate each stage of the model. Phase one, is 
characterized by an initial unawareness that a racial identity exists, an acknowledgement of the 
presence of a White identity, and finally an understanding that White racial identity is superior 
when viewed in a White/Black dichotomy. In phase two, a shift in perspective is seen through 
the acceptance and acknowledgement of the importance of other racial identities, an 
understanding of the individual’s role in racist structures and the power that White identity 
possesses, and a culmination of an internalized cultural identity that centers non-racist whiteness 
at its core (Helms, 1990, p. 54-66).  
 While Helms’ (1990) model attempts to describe a very linear process followed when 
developing cultural identity as a White person, Frankenberg (1993) considers how whiteness is 
constructed in conjunction with being female. From a historical perspective, she identifies three 
major stages in whiteness development which she calls shifts from difference to sameness and 
back again. Her three shifts are essentialist racism, color evasiveness, and race cognizance (p. 
14). The first shift, essentialist racism, exists when race is viewed in a hierarchical manner, using 
perceived biological differences to categorize and rank order racial groups. The second shift 
occurs when racial differences are ignored under the guise that all individuals have equal 
opportunities and any discrepancies in achievement are purely the fault of people of color. This 
second stage is also characterized by and commonly referred to as color blindness. Finally, the 
third stage of development, and the most advanced in Frankenberg’s work, is again focused on 
racial difference. However, unlike essentialist racism, the difference is focused on inequities in 
the social structure and it rejects the premise that some cultures are inferior to others; instead it 
focuses on difference as “autonomy of culture, values, aesthetic standards, and so on” (p. 14). 
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 Frankenberg (1993) goes on to discuss how White women tend to describe their cultural 
experiences as lacking, that White culture does not have distinct characteristics or markers. She 
notes that when addressing issues of racism, White women “tend to view it as an issue that 
people of color face and have to struggle with, but not as an issue that generally involves or 
implicates us” (p. 6). This absolution of responsibility is something that is seen in many new 
teachers entering today’s classrooms. Failing to acknowledge and recognize their role in the 
systemic racism in today’s society, specifically in present schools, allows these power structures 
to be easily reproduced. Furthermore, once racial identity work does start among our pre-service 
teachers, White women tend to identify whiteness as inherently “undesirable identities because 
of their links to systems of domination” (p. 192). Whiteness is seen as void of substance, yet the 
central role of power creating a two-sided construction. Frankenberg found this with her 
participants, noting that, “women constructed whiteness simultaneously as generic or normative 
and as apparently empty cultural space” (p. 192).  
Creating the White Savior Construct 
Metaphor plays a significant role within narrative inquiry, and often provides a way for 
participants and researchers to negotiate lived experiences. Language used is chosen carefully by 
participants to articulate both personal and collectively shared interpretations of experience 
(Polkinghorne, 1988) and often this language takes the form of metaphor. The metaphors chosen 
and used by participants carry a great deal of power and insight into personal experiences 
(Lakoff & Johnson, 1980); yet, they also provide an outlet for expression for participants and 
researchers when traditional patterns of description fail to capture the depth and essence of an 
experience (Craig, 2005). One such metaphor appearing in recent literature is that of the White 
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savior in education (Brown, 2013; De Lissovoy & Brown, 2013; Feagin, 2014; Hughey, 2014; 
Watkins, 2001). 
Teacher beliefs impact student achievement in a number of ways. One way that has been 
explored is related to teacher self-efficacy. If teachers are confident in their abilities and their 
pedagogy, as well as comfortable within the population they serve they establish and maintain 
higher expectations for student learning and performance than those who are unsure of 
themselves (Ashton & Webb, 1986; Gay, 2000). Additionally, teachers with low self-efficacy 
tend to avoid rigorous or innovative teaching methods due to their lack of confidence in being 
able to successfully facilitate new learning activities. Gay (2000) asserts connections between 
teacher beliefs about student race and ethnicity and the ability to successfully educate in diverse 
communities and schools should remain a primary concern. She concludes that “genuinely caring 
teachers are academic taskmasters…their performance expectations are complemented with 
uncompromising faith in their students and relentless efforts in helping them meeting high 
academic demands” (p. 75-76). 
Teacher efficacy also manifests in teacher perceptions of impact on their students and the 
ability to make a difference in the lives of their students (Bandura, 1986) and is extended to more 
academic tasks in that often successful teachers believe that they can teach and their students can 
learn (Bandura, 2001). If teachers are receiving teacher education from a deficit mindset and 
perspective, they are often inherently viewing their diverse students as unteachable rather than 
reflecting on their own assumptions and dispositions (Carter & Larke, 2003). Alternately, if 
teachers believe that their students are unteachable yet morally they are “savable” a White savior 
mindset can begin to take root. 
  19 
Historically, the construct of the White savior has its roots in post-colonial ideology. These 
roots are evident in the colonization practices imposed upon areas colonized by the British 
Empire, and later the United States, both within the geographical mainland areas as well as the 
Hawaiian Islands, the Alaskan mainland and peninsula, and the remaining US territories (e.g., 
Puerto Rico, American Samoa, Guam). The conquering and claiming of lands by Westerners 
came at immeasurable cost to local civilians and populations in terms of loss of life, culture, and 
forced assimilation to the culture of their colonizers. This is seen in American educational 
benchmarks such as the creation of Indian Boarding Schools accompanying the westward 
American expansion under the guise of “Manifest Destiny” and the creation of Industrial 
Education and the Hampton-Tuskegee model (Anderson, 1988).  This domestic conquest of land 
enabled White expansionists and the governmental entities to claim what they felt was their God-
given right to access; in this case, physical land and the resources it provided while creating an 
educational system that established and maintained a subjugated position educationally and 
economically within society for people of color. 
        The establishment and governmental funding of Indian Boarding Schools during the 
1860’s and beyond further demonstrates the impact of the White savior construct in their pursuit 
to “Kill the Indian, save the Man” (Pratt, R., [1892] 1973). This rhetoric expresses the commonly 
held and accepted belief at that time that Native American and indigenous peoples were savage, 
ungodly, unclean, inferior peoples in need of saving by the White man. In an attempt to cleanse 
the Native American population of these perceived ills, children were forcibly removed from 
their homes, their families, and their land and transported to government run boarding schools 
where practices of coercion, abuse, and neglect were routinely used by school officials, teachers, 
and administrators in attempts to strip children of their home culture, language, and customs. 
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Often the teachers and administrators in these schools felt as if they were saving these children 
from themselves and their own fate, providing them with skills and behaviors to assimilate into 
the dominant White culture; when in reality, children were being severed from their people, their 
land, their customs, and their history (Emdin, 2016a). 
        Another example of the White savior construct in an American educational context can 
be seen in the White philanthropist funding of Black education in the South following the 
conclusion of the Civil War. Anderson (1988) examines how Northern philanthropists and 
benefactors funded the construction and maintenance of schools in the South for Black children. 
While these schools superficially appeared to be an attempt to provide equitable access to public 
education for Black children, this funding and the motives of the Northern philanthropists must 
be problematized and critically examined in order to fully understand why money was being 
provided (Watkins, 2001). Anderson (1988) and Watkins (2001) critique the role of the Northern 
philanthropists in the creation of schools for Black children in the South. While schools were 
being funded and education was seemingly being provided in areas where previously only faith-
based education existed; the structure and integrity of the schools being created was largely 
questioned by the African American community. The philanthropists funding Black schools were 
celebrated among their peers, both Northern and Southern, as aiding in the taming and 
civilization of African American children. 
Anderson (1988) analyzes the quality of education and schooling being provided, 
specifically in terms of industrial education which was created with the sole purpose of limiting 
access to academic curriculum and reinforcing skills training and hard labor. This model was 
then applied to teacher training for African Americans, seen in the Hampton-Tuskegee school 
model. Superficially, this model provided teacher training for Black students, preparing students 
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with an elementary education in basic literacy skills in order to teach in elementary schools. 
Upon deeper analysis, this model was largely labor based and “insisted on a second-class 
education to prepare blacks for subordinate roles in the southern economy” (Anderson, 1988, p. 
92).   Over this period of time, Northern philanthropists funding these schools were lauded as 
saviors, working to civilize and uplift the black masses in the South. Ultimately, on a historical 
level, the funding of schools by the philanthropists allowed for access to knowledge and 
education to be controlled within an anti-black frame (Feagin, 2014) which reiterated that 
African Americans were uncivilized, beastly, immoral, and in need of saving. Applied to current 
educational practices, when young teachers enter classrooms operating from this perspective, 
they often respond with a desire to “whiten” their students, embedded within statements such as 
“help students in poverty”. The inferred meaning is that these students in poverty are students of 
color, unable to demonstrate self-direction in education, and are somehow lacking in their life 
without the aid of a white teacher. 
Hughey (2014) examines what he terms the White savior trope in modern film. He 
defines this genre of film as one in which “a white messianic character saves a lower- or 
working-class, usually urban or isolated, nonwhite character from a sad fate” (p. 1). He goes on 
to deconstruct the White savior character roles in this genre of film as being portrayed as morally 
and mentally superior to their nonwhite counterparts, stating that “whiteness emerges as an iron 
fist in a velvet glove” (p. 8) noting that the only non-White characters worthy of saving are those 
that fully submit to assimilationist practices, denounce and remove themselves from their own 
cultural foundations and surroundings, and pledge allegiance and complete obedience to their 
paternalistic White savior. While Hughey only specifically addresses a limited number of films 
that involve teachers in a White savior role (e.g., Dangerous Minds, The Substitute, Half Nelson, 
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Freedom Writers, etc.) his description and application of the White savior trope can be 
prominently seen in many urban classrooms today, specifically those with young White teachers 
in a position of authority over children of different cultural, linguistic, and socioeconomic 
backgrounds. His assertions are supported by Cann’s (2015) explicit examination of films where 
the White savior presents him or often herself in the role of a teacher in an urban school, noting 
that these White savior film narratives teach “movie-goers that urban schools need only well-
meaning, less expensive, underqualified and inexperienced White teachers despite the research 
showing otherwise” (p. 288). 
Although elements of this construct are most prominently seen demonstrated by White 
teachers, specifically White females, the construct is not limited to only White individuals. In 
fact, a number of researchers are now describing how the pervasive nature of this construct can 
be seen within the actions and beliefs of teachers of color (Baldridge, 2017; De Lissovoy & 
Brown, 2013; Emdin, 2016b; Michie, 2007). De Lissovoy and Brown (2013) construct whiteness 
as both “an individual experience and the larger and more stealthy operation of whiteness that 
insidiously affects schools as a whole” (p. 554). It is precisely this larger, systemic operation of 
whiteness that allows teachers of color to operate within and demonstrate elements of the White 
savior construct. Baldridge (2017) discusses the problematic nature of the “positioning of Black 
males reaching back to save Black youth” in schools. These sentiments are echoed in Emdin’s 
(2016b) article titled, “Why Black Men Quit Teaching”. All teachers, regardless of racial or 
ethnic identity, should be analyzing their assumptions and biases and “must stay awake to the 
ways social realities and inequities impact children’s lives” (Michie, 2007, p. 8). Michie (2007) 
concludes that “no teacher should be exempt from the hard work of critically examining himself 
and the larger social context of his teaching” (p. 8). 
  23 
        Ultimately, a deeply rooted historical positioning of the virtuous White against the 
uncivilized non-White other combined with the reiteration of this characterization within popular 
film and media has developed into a popularly understood and accepted construct of the White 
savior. This is plentifully apparent in film and is now being reinforced in educational settings. 
When present in classrooms and other educational settings and institutions, the effects on student 
achievement, social and academic development, and student self-efficacy can become highly 
damaging. When White teachers interact with students of color from this perspective, 
educational and social equity is diminished, students risk being stripped of their culture through 
attempts at assimilation, meeting their full potential becomes highly unlikely, and educational 
hegemony is maintained and reproduced. Because of the prominence of this ideology since the 
beginning of the American educational system, children of color have repeatedly been denied the 
opportunity to fully engage with their own culture within the schools, rendering much of today’s 
urban youth what Emdin (2016a) terms “neoindigenous”. Emdin draws multiple parallels 
between the children of the Indian Boarding Schools and today’s urban youth, in that schools 
have become a tool and a space of forced assimilation by denying individuals of their culture and 
access to an equitable education under the guise of preparing students to enter the workforce and 
higher education. Undoubtedly, this construct is highly political and multi-layered; however, 
acknowledgement of its existence and the role that teacher education programs play within the 
creation and reinforcement of this construct among teacher candidates is paramount. 
Developing Teacher Identity 
 Creating and developing a teacher identity is an ongoing process in which pre-service and 
in-service teachers continuously engage. Pre-service teachers enter their teacher preparation 
programs with preconceived notions and understandings about teaching, learning, and schooling 
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and have these understandings questioned and challenged throughout their field-based 
experiences and student teaching (Arvaja, 2016; Hong, 2010). Novice teachers continue to make 
sense of their teacher identity during the early years of their career, relying on the guidance and 
mentorship of more experienced teachers and school leadership (Craig, 1995, 2013a). It is these 
early years that expose the differences between the imagined fantasy and the lived reality in 
schools (Schatz-Oppenheimer & Dvir, 2014) and determine whether a teacher will remain in the 
profession (Eldor & Shoshani, 2016; Orland-Barak & Maskit, 2011; Schaefer, 2013; Schaefer, 
Downey, & Clandinin, 2014). 
Pre-Service Teacher Education 
 The development and socialization of pre-service teachers is an area of research that is 
two-fold; focusing on creating capable and confident educators who enter the field of teaching 
feeling prepared to tackle the challenges of a classroom and examining teacher education 
programs for areas that could be improved upon for future pre-service teachers. Present literature 
shows a commitment to developing cultural competence, assisting in developing professional 
identity, and the impact of student teaching experiences. Quality teachers, specifically those in 
urban schools, recognize that fully knowing oneself allows for richer, more authentic teaching 
and learning experiences (Arvaja, 2016). Additionally, it is the responsibility of teacher 
education programs to teach and reinforce that constructing a teacher identity requires sustained 
negotiation of multiple roles and perspectives, both personally and professionally (Arvaja, 2016). 
Teacher identity is “tightly intertwined with one’s personal biography and developed by the 
social environment” (Arvaja, 2016, p. 401).  
 Given the deeply entwined nature of teacher identity and personal development, many 
teacher education programs have incorporated elements specifically aimed at personal reflection 
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and development. Khalil and Brown (2015) outline their framework of three components 
possessed by quality urban educators: cultural competency, communication skills, and 
commitment to serve the community. The first component, cultural competence is echoed in a 
number of other studies that focus explicitly at engaging pre-service teachers in field-based 
experiences (Dell’Angelo & Seaton, 2016; Reagan, Chen, & Vernikoff, 2016; Rissanen, 
Kuusisto, & Kuusisto, 2016). For pre-service teachers, sustained experienced in classrooms 
during their teacher preparation sequence allows them to begin to develop their understandings 
of classroom management and pedagogical techniques before they enter the classroom as a 
student teacher (Forseille & Raptis, 2016). 
 As pre-service teachers complete their education coursework and begin to transition into 
their student teaching experiences, their identity development takes a more dominant role as they 
are expected to take on more professional responsibilities. During this period, mentorship is key 
in shaping teacher candidates (Zozakiewicz, 2010). Hong (2010) describes six components of 
teacher identity that are reinforced during pre-service teacher education: value, self-efficacy, 
commitment, emotions, knowledge and beliefs, and micropolitics. These elements all contribute 
to a teacher’s decision to remain in or leave the field, with emotional burnout being the most 
salient feature articulated by teachers who have chosen to leave (Hong, 2010). Teacher 
candidates use their observations and interactions with their mentor teachers to begin shaping 
their own approaches to and understandings of instructional strategies and classroom 
management. Mentor teachers also provide models for how to navigate the professional 
landscape, adapt to changing educational policy, and balance personal and professional demands 
(Burant & Kirby, 2002; Farnsworth, 2010; Hong, 2010; Stachowski & Frey, 2003; Stachowski & 
Mahan,1998; Toshalis, 2010). 
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 It is also during this period of student teaching where many teacher candidates are 
witnessing counter-examples of quality teaching. They are gaining the experience of being in 
schools; however, their relationships with their mentor teachers are mismatched or they are 
unable to process and understand when what they are observing is in conflict with what they 
currently understand to be true. This is particularly true for students placed in urban or diverse 
school contexts – not having the prior knowledge or previous experience in communities that 
greatly differ from their own background (Anderson & Stillman, 2010; Mason, 1997; Valencia, 
Martin, Place, & Grossman, 2009). Hong (2010) states: 
The lack of systemic efforts to provide pre-service teachers with a realistic understanding 
of teachers’ emotional experiences and developmental stages raises one of the most 
important issues in teacher education programs…the gap between the educational 
theories pre-service teachers learn in college and the demanding reality in-service 
teachers live in the classroom and the broader school context can make them feel 
lost…pre-service teachers may adapt strategically to the given context without 
confirming their beliefs…[which] can lead to a lack of motivation and their identity as a 
teacher can be destabilised. (p. 1540) 
 
Being placed in situations of tension and mismatch without the support of committed mentor 
teachers can result in teacher candidates who feel unprepared for and uncertain about their initial 
full-time teaching placements. 
Supporting Novice Teachers 
 Supporting novice teachers in their early teaching years is a multi-layered process that 
includes quality teacher induction, mentorship, creating knowledge communities and 
professional networks, and ongoing professional development aimed at identity development and 
critical reflection. Teacher induction programming is critical for new teachers to gain an initial 
understanding of the context in which they are expected to reside as well as begin to acclimate to 
the expectations and policies of the hiring school district (Ingersoll & Strong, 2011; Nassar-Abu 
Alhija & Fresko, 2010; Yusko & Feiman-Nemser, 2008). Establishing this background 
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understanding of the social and political context of schooling allows for novice teachers to create 
a knowledge base for which to compare inevitable policy changes during their early years. This 
continuous policy change and political navigation of the school system that can be one of the 
most challenging aspects for new teachers to mitigate throughout their early years, especially 
without the presence of trusted professional mentors (Anderson & Stillman, 2010; Castro, 2010; 
Craig, 1995, 2002, 2013a; Lloyd, 2007; Margolis, 2006; Toshalis, 2010; Valencia et al., 2009). 
 Mentorship of novice educators is another prevalent theme within the literature base for 
supporting novice teachers. Mentors can take multiple shapes within a school context (Strong & 
Baron, 2004), such as more experienced teachers, assigned mentors through school initiatives, 
self-created knowledge communities, or new teacher professional networks (Van Waes et al., 
2016). These mentoring relationships provide a safe space in which novice teachers can begin to 
process the tensions and challenges they are experiencing – curricular, social, political, and 
emotional. Although these mentoring partnerships can be powerful; they do not occur without 
committed, sustained attention (Lambson, 2010; Le Maistre & Paré, 2010; Olson & Craig, 2001). 
However, once positive, supportive partnerships and networks have been established, novice 
teachers are able to fully explore and develop their teaching identities while navigating their new 
professional landscapes.  
 A final theme present in the literature on supporting novice teachers is reinforcing self-
care practices (Eldor & Shoshani, 2016; Moѐ, 2016) and providing contextual spaces for novice 
teachers to explore and establish narrative authority (Craig, 1995, 2013a; Olson, 1995; Olson & 
Craig, 2001; Orland-Barak & Maskit, 2011; Schaefer, 2013; Schaefer, Downey, & Clandinin, 
2014). Allowing novice teachers to explore their understandings and reflect upon their own 
development provides a sense of legitimacy and authority that aids in building self-efficacy. 
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Emotional stress and burnout are commonly cited causes of early career attrition, but supportive 
networks and relationships with colleagues, peers, and leadership can minimize the rate at which 
new teachers choose to leave (Eldor & Shoshani, 2016; Moѐ, 2016; Nasser-Abu Alhija & 
Fresko, 2010; Van Waes et al., 2016). Furthermore, when examining the narrative stories of 
novice teachers, tensions are seen amidst the expectations held upon entering the field and the 
realities faced as a new teacher. Schaefer, Downey, and Clandinin (2014) describe 
The imagined stories included stories of being, and becoming, in social networks, in 
families, and in communities…As we reflected on the imagined stories of the 
participants, we saw that when they were unable to live out their imagined stories in all 
their complexities over time, place, and relationships, they felt powerless to negotiate 
space on their professional knowledge landscapes. (p. 25) 
 
Feelings of powerlessness arising from the clash of expectations and reality in schools can be 
mediated with the support of knowledge communities, trusted mentors, and the ability to voice 
lived experiences, no matter how unpalatable these experiences they may be. Although many 
novice teachers feel pressured to craft cover stories (Olson, 1995; Schaefer, Downey, & 
Clandinin, 2014) to mask their contentious transitions to full-time teaching, knowledge 
communities offer an outlet for their storied experiences to be shared and given authority. It is 
this authority that allows novice teachers to engage in authentic identity development while 
recognizing that their constructed teacher identity is “continually shifting, shaping, and being 
negotiated” (Schaefer, 2013, p. 271), giving rise to the possibility for hope to persist (Orland-
Barak & Maskit, 2011). 
The Evolution of Teacher Preparation for Urban Teaching 
Culturally relevant pedagogy, introduced by Gloria Ladson-Billings in the mid-1990’s 
(Ladson-Billings, 1995; Ladson-Billings & Tate, 1995) and further popularized by her book The 
Dreamkeepers (1994), was a direct result of the examination of persistent gaps in the 
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achievement and opportunities of African American students, continued failure for children of 
color at the hands of public education, and the increased media awareness of the state of 
education in the United States. Building from Ladson-Billing’s work, Gay’s (2000) Culturally 
Responsive Teaching: Theory, Research, & Practice provided teachers, students, and researchers 
alike with the language, skills, and tools to begin to incorporate the tenets of culturally 
responsive teaching into classrooms. Defined as “using the cultural knowledge, prior 
experiences, frames of reference, and performance styles of ethnically diverse students to make 
learning encounters more relevant to and effective for them” (Gay, 2000, p. 29), Gay goes on to 
outline ways that these practices and framework for approaching teaching can empower students 
and create transformative spaces of learning. This framework became so pervasive within 
educational research and multicultural education movements that fracture elements of it can still 
be seen in many of today’s pre-service teacher education programs. 
Concurrently occurring at this time was the initial response to a 1999 American Council 
on Education (ACE) report entitled “To Touch the Future: Transforming the Way Teachers are 
Taught”. This report served as an agenda for universities and colleges who directly influenced 
and oversaw teacher education and certification programs, acting as a challenge from the 
President’s special task force on education to improve the quality of teacher education. One of 
the report’s findings correlated higher teacher effectiveness to improved student performance. 
Because of this, many teacher education programs began focusing on reforming and overhauling 
their curriculum and practical experiences offered to students. Aggrey (2003) notes that although 
the report focused strongly on the skills that effective teachers required, very little attention was 
paid to the reality that many new teachers will be entering diverse classrooms with minimal 
preparation to do so. Aggrey goes on to state that without some sort of multicultural education 
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training “most of our nation’s teachers are left with popular culture as a primary source of 
information about the students entering their classrooms” (p. 180). 
Reform, specifically in teacher education and teacher assessment, rapidly became the 
main topic of focus in research, study, and analysis. A review of literature from roughly 2003 to 
2005 shows a committed focus on analyzing new reforms and standards for teacher education. 
Carter and Larke (2003) examine standards for assessment of new teachers through the lens of 
multicultural education and find that little attention is paid to the needs of diverse learners, and 
when “issues of equity are raised, they are addressed by including language in the standards that 
make a commitment to high standards for all learners” (p. 55). The language used in the 
standards for assessment is lacking in specificity where diverse learners along racial, ethnic, 
gender, linguistic, or socioeconomic lines are concerned. They go on to discuss the impact of 
teacher efficacy on student learning and outcomes, noting that regardless of preparation, if 
novice teachers do not feel confident in their abilities to engage with children of diverse 
populations, their performance (both teaching and student learning) suffers. 
While many national standards for teacher assessment did not consider issues of student 
diversity or providing equitable access to educational resources and opportunities, teacher 
education programs began to incorporate multicultural education elements into their curriculum. 
This took the form of multicultural education courses and coursework focused on identity 
development as educators. It seems as if explicitly focusing on educating White teachers for 
urban schools and diverse student populations was becoming more prevalent. A number of 
studies focused on specific programming concerning the development of White educators that 
have begun the process of deconstructing their assumptions about race (Aggrey, 2003; Horton & 
Scott, 2004; Lea, 2004; Swartz, 2003). 
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A Framework for Teacher Learning 
Responding to the increased focused on teacher education restructuring and reforms, 
multiple commissions of scholars in the field of teacher education were convened with the task 
of creating a package of best practices and elements necessary for quality teacher education in 
the 21st century. One of the products of this work is the Framework for Teacher Learning 
(Hammerness et al., 2005, p. 386). This framework outlines the essential elements vital to 
creating a learning community for pre-service teacher success. These elements include, 
a community that enables them to develop a vision for their practice; a set of 
understandings about teaching, learning, and children; dispositions about how to use this 
knowledge; practices that allow them to act on their intentions and beliefs; and tools that 
support their efforts. (Hammerness et al., 2005, p. 385) 
 
While each of these elements is an individual component of teacher development, they are also 
each interdependent upon one another, continuously informing the development of the others. 
Additionally, the element of vision is embedded at the center of the model, around which all 
other areas develop. This model is also one of the first, following massive teacher education 
reforms, to explicitly address concerns about individual bias and attitudes concerning 
multicultural education and diverse student populations. Using this model as a guide for 
designing teacher education programs leads to the incorporation of critical self-reflection, 
autobiographical writing and analysis, and increased focus on productive long-term placements 
for practical experiences in diverse classrooms, as well as critical examination of content 
knowledge (Darling-Hammond, Hammerness, Grossman, Rust, & Shulman, 2005).    
Critical Reflection 
        One theme that is prevalent throughout the literature is the increased use of self-reflection 
for pre-service teachers. This is present in the Framework for Teacher Learning (Hammerness et 
al., 2005) and is reiterated by Darling-Hammond, Hammerness, Grossman, Rust, and Shulman’s 
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(2005) discussion of the use of teaching portfolios and engaging in autobiographical reflection 
and writing throughout their preparation and education; however, they caution that pre-service 
teachers need “carefully scaffolded experiences with different forms of teaching, schooling, and 
culture in order to productively challenge, question, and wrestle with deeply held beliefs and past 
experiences” (p. 436). They go on to note that while deeply personal in nature, if these writings 
are not shared in some capacity, students are unable to gain a range of perspectives that 
recognize and acknowledge that a variety of educational contexts exist. Open co-constructive 
dialogue and multi-participant racial biographical writing are just a few methods that incorporate 
the level of critical reflection on bias, assumptions, and cultural awareness needed for 
transformative learning to occur (Laughter, 2011; Shandomo, 2010). This critical reflection 
becomes a necessary component for White pre-service teachers navigating the realities of racism 
and their role within its systemic reproduction in schools. 
Defining Whiteness in Teacher Education 
Ladson-Billings (2011) notes that pre-service teachers are often placed in multicultural 
education courses that “ghettoize issues of diversity” (p. 42) and are given a variety of 
“multicultural information” with little time to process their own understandings of this frequently 
new information. She goes on to note that pre-service teachers will often “report feelings of guilt 
and outrage because they receive information about inequity, racism, and social injustice in ways 
that destabilize their sense of themselves and make them feel responsible for the condition of 
poor children of color in our schools” (p. 42). All too often, the above description is the reality 
for many White pre-service teachers. Building from this, the literature exposes a commitment to 
the deconstruction, critical analysis, and development of White identity among pre-service 
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teachers and the impact that this kind of critical study of whiteness can have on teacher 
development and self-efficacy. 
Several studies (e.g., Hancock, 2011; Horton & Scott, 2008; Mazzei, 2008) have 
examined this specific construction of whiteness and the process that White pre-service teachers 
must undergo in their development in acknowledging and accepting the realities of systemic 
racism, specifically in the educational system. Horton and Scott (2004), using a case study 
method, concluded that “multicultural education may have an alienating effect on White students 
if it is presented from a simplistic didactic perspective in a confrontational style that vilifies 
Whiteness” (p. 12). Mazzei (2008) analyzed how White students use silence in discussions of 
race as an avoidance strategy. This silence was prevalent in multicultural education courses and 
manifested as a way to avoid accepting and internalizing the realities of racism and the role that 
Whites have played in the construction of a racist society. Mazzei notes “there is the potential for 
much loss on the part of our students” (p. 1134) meaning that the acknowledgement of racism 
can lead to a feeling of loss of identity and feelings of crisis for White students which can 
manifest as silence in discussions of race. Mazzei goes on to say that “to deny this loss is to fail 
to develop a pedagogy that not only recognizes and confronts the silences, but also accepts and 
acknowledges the fears associated with such a loss” (p. 1134). This avoidance and alienation 
cannot be the normative experience for White pre-service teachers if the ultimate goal is to 
graduate culturally competent and aware novice educators. Hancock (2011) notes that too often 
White teachers are placed in diverse settings and expected to intuitively “navigate the cultural 
realities that are not congruent with their own socialization patterns, perspectives, and racial 
experiences” (p. 105). He goes on to note that it is the responsibility of teacher education 
programs to educate our pre-service teachers to acknowledge and build upon strengths of diverse 
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students rather than try to “force students to fit into the middle-class, Eurocentric ideology of 
school curricular practices” (p. 105). 
        The current literature shows that teacher education programs are still struggling to 
navigate best practices for addressing this definition of whiteness while teaching the tenets of 
multicultural education and culturally responsive teaching and culturally relevant pedagogy. 
Often, courses are constructed in a one-size fits all approach, with the underlying assumption that 
all White teacher candidates require the same experiences and amount of critical self-reflective 
work. Furthermore, the majority of teacher education programs are highly geared towards 
preparing White females. Brown (2014) highlights the fact that pre-service teachers of color can 
face the same ideological issues as White pre-service teachers, but individual perspectives must 
be accounted for. Furthermore, spaces must be created in multicultural education courses where 
whiteness can be critiqued, analyzed, and challenged (Adair, 2008). 
Diverse Placements 
        One consistent theme throughout the recent literature is the need for diverse student 
placements for either practicum observations and/or student teaching placements. These 
experiences serve as a way to not only allow White students to engage in cultural spaces that 
they have little to no exposure to, but also to begin to break down previously held assumptions 
and biases of children and communities of color. Bloom, Peters, Margolin, and Fragnoli (2015) 
note that experiences in cultural settings outside of a pre-service teacher’s comfort zone allow 
them to begin to breakdown “colorblind” ideology. Their study of two groups of student teachers 
examined the impact of a diverse placement on individual White racial identity development and 
showed that White students in diverse placements were “less likely to make color-blind 
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statements about working with students of color” (p. 571) than those placed in less diverse 
settings. 
        Multiple studies promoted the concept of cultural immersion experiences through either 
formalized placements in classrooms or through informal interactions in communities such as 
religious events, community gatherings, and engagement in neighborhood functions (Safford & 
Bales, 2011; Waddell, 2011; Johnson Lachuk & Mosley, 2012; Wang, Castro, & Cunningham, 
2014; Saathoff, 2015; Seglem & Garcia, 2015; Jackson, Bryan, & Larkin, 2016). The benefits of 
diverse student placement, both physically and digitally (Seglem & Garcia, 2015), allow White 
pre-service teachers to be in positions of discomfort, unfamiliarity, and cognitive dissonance, 
which when paired with critical reflection and identity development work described above shows 
positive growth in cultural awareness and consciousness. These studies note that this element of 
discomfort and cognitive dissonance is critical to true growth and development, and without 
experiencing these feelings of unease White pre-service teachers are often more apt to maintain 
currently held assumptions or adopt a colorblind mindset.  
Cultural Mismatch in the Classroom  
Given the limited amount of attention given to White identity deconstruction and 
development in teacher education programs and the inherent understanding that many new 
teachers are given initial teaching placements in classrooms that are strikingly different from 
their own cultural perspective, cultural mismatch is the reality in the majority of new and novice 
teachers’ classrooms. This cultural mismatch occurs on many fronts, most commonly differences 
between students and teachers in terms of race, ethnicity, and socio-economic level. Delpit 
(2006a) explores and informs how children are further marginalized and held to lower academic 
rigor and standards because of teacher assumptions and a deficit mindset, noting that “we live in 
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a society that nurtures and maintains stereotypes: we are all bombarded daily, for instance, with 
the portrayal of the young black male as monster” (2006, p. xxiii).  This cultural mismatch in the 
classroom can lead to instances of exoticizing difference in students, casting them as the “other” 
in opposition to what the teacher deems as normalized or standardized behavior and classroom 
performance, ultimately leading to attempts to “whiten” students (Delpit, 2006b). 
In Hughey’s (2014) examination of White savior films, perhaps the most pervasive of his 
identified common denominators seen in an educational context is the Color of Meritocracy. 
This component maintains the ideology of “intellectual bootstrapping” (p. 59), where a 
seemingly exceptional student of color is used as the example against which all others are 
compared. Not only does this reproduce and reinforce hegemonic practices that contend that “if 
he can do it, then anyone can and should” (p.59), it also allows White teachers to remove 
themselves from responsibility if students are unable to achieve at the level of their desired 
expectations. Furthermore, this mindset and rhetoric of academic meritocracy fails to address 
systemic factors in schools that create inequitable access and educational experiences. This 
environment of meritocracy is only further exacerbated by the element of White Civility, Black 
Savagery (p. 59) in which White teachers are seen as an elevated character both morally and 
ethically, in direct contrast to their students and the community they serve. These communities of 
color and the students in their classrooms are portrayed in media representations as violent and 
aggressive, hyper-sexual, and criminal. When presented as such a dichotomy, inexperienced 
White teachers are increasingly entering classrooms with a notion of superiority based off of 
assumptions and beliefs about the population of students they are hired to serve.  
This feeling of superiority and the underlying assumptions and beliefs can act as a 
mechanism for thinking of students, families, and communities of color as the “other”. This 
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process of othering students and their communities by White teachers creates cultural conflict in 
the classroom and can negatively impact student achievement and school-community 
partnerships. Frankenberg (1993) asserts that this exoticizing and othering of students of color 
stems from a failure to recognize the elements of White culture. Viewing whiteness as void of 
substance automatically assigns allure and exotic traits to any culture perceived as different or 
containing substantive descriptors (p. 199). Grumet (1988) notes that this othering and innate 
feeling of cultural superiority can also lead to an overreach of power by female teachers, 
specifically on disciplinary matters when they view themselves as acting in a mother role for 
students. Assumptions of familial roles and participation in school matters contributes to 
additional cultural mismatch and conflict in the classroom (p. 178). 
Summary 
In today’s current political and educational climate that values standardization and 
quantifiable measurability of student learning and outcomes, time devoted to identity 
development and multicultural education courses in teacher preparation programs is being 
forfeited to additional courses in content area study. Many of today’s teacher education programs 
require one multicultural education course, and the content within these courses is delivered in a 
“buffet of cultures” style where culture is presented in short, decontextualized, superficial units 
of information. These are often taught by instructors who only have a superficial understanding 
of multicultural education and can often result in the reinforcement of stereotypes and 
assumptions held by pre-service teachers. Little attention is given to personal ideology, 
acknowledgment and deconstruction of personal bias, dispositions, and positions of privilege 
(Lynskey, 2015). This style of multicultural education does little to disrupt the current state of 
education for diverse learners. Gainer and Larrotta (2010) argue that only through 
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“interruptions” to this current model can pre-service teachers advocate for change to current 
inequities. 
        While a focus on individual development is indeed necessary, it needs to be done within a 
context that allows for multiple, long-term experiences in diverse settings. Anderson and 
Stillman’s (2013) review of research on student teaching practices found a high emphasis in 
teacher education programs on changing the attitudes and beliefs of pre-service teachers about 
children and communities of color; yet it also revealed evidence of deficit thinking and reductive 
views of urban schools, the culture among diverse student populations, and greater community 
contexts in which schools are situated. Ultimately, Anderson and Stillman conclude that much 
work is left to be done in connecting student teaching experiences and personal ideological 
development through multicultural education courses (or similar means) as “few articles offer 
examples of PSTs [pre-service teachers] emerging from student teaching with specific, rather 
than vague learnings about students, families, schools, and communities—particularly the assets 
they represent and possess for learning” (p. 47).  
Perhaps the greatest note that can be gleaned from the current research is that the 
introspective work of white racial identity development requires ongoing, long term focus on 
critical reflection and analysis of self, of the role played within the larger racist context of 
education, and the acknowledgement of what it means to be white in today’s world. Haberman 
(2005) states that individual beliefs and ideology can be changed “but only by powerful, 
sustained life experiences as a mature adult which are reflected upon, not by the superficial and 
short-term experiences offered students in colleges and universities” (p. 213). This ongoing work 
must be done in a context that offers multiple, sustained experiences in diverse contexts that are 
outside of the comfort zone of teacher candidates. It is only through this discomfort, unease, and 
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cognitive dissonance can deeply held assumptions about culture begin to change. This work is 
largely unquantifiable, highly individualized, and must be undertaken with care; however, it is 
necessary to produce critically conscious teachers who approach urban education with equity 
rather than reproducing the current status quo. In Zeichner’s (2003) review of teacher education 
programs, he notes that little attention is being given to “the cultural divide between teachers and 
their pupils and to the need to develop teachers’ abilities to become interculturally competent” 
(p. 513). I would argue that this has become a focus of recent research; however, there is still 
much work left to do.  
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CHAPTER III  
METHODS 
  
This study focused on the in-depth experiences of two young White women teaching in 
urban schools. The aim of this study was to share their stories and illuminate the personal 
development and growth that occurred in their cultural assumptions and beliefs throughout the 
process of transitioning from being a pre-service teacher to leading a classroom of their own. 
Because of the highly personalized and experiential nature of this kind of study, a qualitative 
research approach was needed, as it more accurately allows for the collection of experiential 
stories as data rather than relying on numerical outputs. The goal and intention of this study was 
merely to give a voice to these participants and to share their stories of cultural development. It 
was not my intention to attempt to generalize the experiences of these young women to speak for 
all women that fit the same criteria (Pinnegar & Daynes, 2007), as no two stories or experiences 
are going to be the same. The unique and individualized nature of this style of research calls for a 
methodological approach that supports the emotions, thoughts, experiences, and feelings of the 
participants (Denzin & Lincoln, 2011).  
 A narrative inquiry approach as described by Clandinin and Connelly (2000) was used 
for this study. This approach allowed for the collection of rich, descriptive experiential data. It 
allowed me, as the researcher, to be an active participant in data creation and collection while 
still maintaining a researcher mindset. It empowered the participants to become active creators of 
the final story told of their experience (p. 20), and it truly embodied the kind of research that 
would best attempt to answer the questions being posed by this study. 
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Within the approach of narrative inquiry, I present an in-depth case. This method was 
selected because it “concentrates on experiential knowledge of the [particular] case and close 
attention to the influence of its social, political, and other contexts” (Stake, 2005, p. 444). This 
method was also selected because it lent itself to “reflecting on human experience” (Stake, 2005, 
p. 460). Finally, this method allowed for narratives to be constructed through both the interview 
process and participant journaling. Not only does this provide multiple sources with which to 
triangulate findings and provide validity for the analysis (Stake, 2005, p. 453); it also provides 
for analysis to be completed first within each individual narrative, but then also across multiple 
case narratives (Chase, 2005, p. 663). 
A range of tools are associated with narrative inquiry that allow researchers to “excavate 
teachers’ knowledge in context” (Craig, 2012, p. 91) to create stories of experience. For this 
study, the data sources were in-depth participant interviews and documentary analysis of 
participant journals (Connelly & Clandinin, 1990). Utilizing these tools allowed for the voice of 
the participants to be honored as well as the foregrounding of their personal practical knowledge, 
described by Clandinin (1992) as  
knowledge that reflects the individual’s prior knowledge and acknowledges the 
contextual nature of the teacher’s knowledge…carved out of, and shaped by, situations; 
knowledge that is constructed and reconstructed as we live out our stories and retell and 
relive them through the process of reflection. (p. 125) 
Interviews and reflective journal entries were collected at multiple points along this inquiry to 
examine changes that occurred in development and reflective practice over the course of the 
transition from clinical teaching experiences through the first semester of full-time teaching. 
 Individual cases were examined through this study; however, story constellations (Craig, 
2007) were also used.  This method allowed for not only the exploration of individual teacher’s 
stories, but also a “shared story that is lived and told” (Craig, 2001, p. 306). Utilizing the story 
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constellation method also allowed for the collection and inclusion of autobiographical writings 
from the researcher gleaned from the process of reflexive journaling throughout the study 
(Connelly & Clandinin, 1990; Craig, 2007).  
Positionality 
 As the researcher, the topic of this study originated largely from autobiographical 
experience. Because of this, I fully disclose that I did not initiate this inquiry free of bias; rather, 
quite the opposite. My previous experiences and knowledge of teaching in urban schools as a 
young White female and the resulting tensions of cultural mismatch certainly influenced my 
abilities as a researcher. To ensure that this study remained true to storying the experience of the 
participants, I continuously engaged in the practice of reflexive journaling and member checking 
(Guba & Lincoln, 2005). Reflexivity through journaling provided a space for me, as the 
researcher, to address much of my own thought patterns, remembrances, and connections to my 
own previous experiences. This form of journaling allowed me to reflect critically on my own 
actions as a researcher (Guba & Lincoln, 2005, p. 210). Member checking allowed the 
participants to verify my interpretation of their experiences and clarify any misunderstandings, 
errors, or assumptions I made without appropriate support from the collected data. The ongoing 
negotiation of these interim texts by myself and the participants enabled shared construction of 
the final narrative (Clandinin & Connelly, 2000, p.133). 
Research Tools 
Broadening, Burrowing, Storying and Restorying 
 All interview data was transcribed into written text for analysis. In narrative inquiry, 
these interview transcripts are considered field texts. Because there is no rigid, defined format for 
the final product of a narrative inquiry research text, the form is continuously being negotiated 
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between the researcher and the participants. Field texts are written into the narrative “story” of 
the participants. This iterative process of reading, giving response, undertaking revisions, and 
sharing texts again is at the heart of narrative inquiry and is a critical step in determining the final 
“story” of the participants (Clandinin & Connelly, 2000, p. 166).  
 This method of analysis includes three critical components: broadening, burrowing, 
storying and restorying (Clandinin & Connelly, 2000; Connelly & Clandinin, 1990; Craig, 2012). 
Broadening is the process of generalizing and situating responses within the context of a larger 
issue (Craig, 2012), such as making generalizations about morals, character, or social climate 
(Connelly & Clandinin, 1990) while using data that allowed for the construction of a historical or 
social context. While these kinds of generalizations were often made by participants, they did not 
become the focus of the inquiry; rather attention was paid to the process of burrowing. 
Burrowing includes a narrowing of focus to examine a specific phenomenon, noting the 
“emotional, moral, and aesthetic qualities” (Connelly & Clandinin, 1990, p. 11). Finally, storying 
and restorying examined transitions over the period of inquiry. In this study, participant journals 
and interviews were the data sources analyzed for changes and shifts in perspective and 
reflections on progress and growth over time and reflecting on how these impact the greater 
narrative of the participants’ lives (Connelly & Clandinin, 1990; Craig, 2012).  
 Throughout this process open coding and the use of story constellations were used as a 
way to examine salient themes within each individual's story, but also across and among each 
participant's story (Craig, 2007; Strauss & Corbin, 1990). This continuous, iterative process of 
reading and rereading for units of meaning and emergent themes was very similar to the constant 
comparative method articulated by Glaser (1965).  
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 A similar process was used to independently analyze the written journal entries generated 
by participants. These journals were then added into the storying of each individual’s narrative. 
This continuous negotiation of the final narrative for each participant was ongoing throughout 
the inquiry and contains “no smooth transition, no one gathering of the field texts, sorting them 
through, and analyzing them…we return to them again and again” (Clandinin & Connelly, 2000, 
p. 132) in an attempt to draft research texts that accurately describe and capture the story of the 
participants. 
Truth Claims 
 Concerns of validity, trustworthiness, and generalizability within this paradigm and 
research approach are foregrounded in this study. First, multiple sources of participant data were 
used throughout the analysis process in order to draw conclusions in the final chapter. Data 
sources used for triangulation were interview transcripts, archived participant journals, written 
personal communications with participants, researcher notes taken during interview sessions, and 
the researcher’s reflexive journal (Patton, 2002; Stake, 2005). The resulting narratives and the 
claims about the participants’ constructed reality represent their interpretation of the constructed 
landscapes in which they are currently developing as educators; in other words, the participants’ 
truths are constructed out of how they “ground or anchor meaning in [their] lives” (Kincheloe & 
McLaren, 2005).  
 Secondly, the researcher does not purport that the findings or implications generated by 
this study will be generalizable in an empirical sense or that others will engage in the exact lived 
experience; rather, that “naturalistic generalizations develop within a person as a product of 
experience” (Stake, 1978). These participant narratives are merely a representation of voices 
from the landscape of novice teachers and the experiences of the transitionary period from 
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student to teacher. Aligning with Lakoff and Johnson (1980), I do not maintain that “there is 
such a thing as objective (absolute and unconditional) truth” (p. 159, emphasis in original); 
therefore, constructions of truth are dependent upon the context (e.g. historical, political, racial, 
geographic, etc.) in which they are experienced. The value and purpose of personal experience 
and the meaning-making that arises from personal experience is honored throughout this study 
(Dewey, 1938), and this work seeks to “provide perspective rather than truth” (Patton, 2002, p. 
282) and honors the production of “useful information [for] decision makers and information 
users” instead of empirically generalizable data (Patton, 2002, p. 283).  
Data Collection  
 Participants were recruited through purposeful sampling (Patton, 2002) as I sought to 
describe the experience of a very specific population. Recruitment occurred through an informal 
face-to-face meeting in a small group setting. An email was then sent to each woman, in which 
the study was explained in detail and they were encouraged to ask questions. Due to the highly 
personalized nature of a narrative inquiry approach, specifically when using a case study method, 
participants were thoroughly informed of their rights as a participant in this study. Furthermore, 
prior to providing consent, participants were instructed of their ability to refuse to participate in 
any portion of the study, or to withdraw entirely with no penalty. Pseudonyms were used 
throughout this study in order to maintain anonymity and confidentiality and in accordance with 
the approved institutional review board application.  
Participants 
 This study focused on the individualized growth and development of two participants 
who both identify as White and female; who have completed their clinical teaching experiences 
in an urban school setting and at the start of the study were preparing to enter their own 
  46 
classrooms. At the study’s conclusion, both women had completed their first semester of full-
time teaching. Both women participated in a traditional teacher education program at a large, 
public, predominantly White institution (PWI) in the southwest United States, preparing them for 
state teacher certification at the elementary school level. Additionally, both women also 
participated in an urban teacher residency program as the final element of their teacher education 
program, specifically preparing them for and placing them in an urban school setting for their 
clinical teaching. Both participants completed their year-long clinical teaching experiences in 
Peterson Independent School District (ISD) an urban school district located in the southwest part 
of the state, twenty miles north of a major metropolitan area and roughly 90 miles from their 
home university campus. The district serves nearly 37,000 students in early education programs 
through twelfth grade at 38 campuses. Of those 37,000 students, nearly 71% are identified as 
economically disadvantaged and roughly 90% identify as non-White. Within this population of 
non-White students, 40% identify as Black/African American and nearly 44% identify as 
Hispanic/Latino (Peterson Independent School District, n.d.).  
At the beginning of the study, both participants were in their early twenties and had just 
completed their clinical teaching experiences with the urban teacher residency program. Both 
women secured full-time teaching positions for the 2017-2018 school year at the same 
elementary school in which they completed their clinical teaching. Participants were 
intentionally selected from this urban teacher residency program because they fit the desired 
criteria of the study and offered a unique perspective of teacher preparation and navigating 
situations of cultural mismatch.  
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Introducing Kelsey 
 Kelsey comes from a single parent household and is the oldest of two siblings and two 
step-siblings. She described a range of experiences within her own schooling that have shaped 
the educator she is today and ultimately influenced her to seek out education as a career path. 
Kelsey’s schooling was relatively stable and did not include many moves or relocations, aside 
from one in elementary school stemming from the need for speech therapy services and one in 
middle school to alleviate bullying that Kelsey experienced. 
Kelsey: I got bullied by all my friends because I was a nerd and I didn’t want to do the 
things they did…we actually moved that next year because I was having such 
severe depression, like I wasn’t sleeping. 
 
She attended suburban, middle-class schools, and was surrounded by peers that largely looked 
like her. She describes moments in her childhood where she felt socioeconomically different 
from her peers. 
Kelsey: My family wasn’t very rich, I mean I had times when the power went out or we 
pawned stuff to buy groceries, and stuff like that…I didn’t have the nuclear 
family either, I had a single parent home. I lived in a little bit lower income area. 
 
She articulated the impact of this making her feel different from her peers, but also noted that she 
feels that this helped her understand her current students’ home lives better. 
Education and schooling have played an important role within her family dynamics and 
the power of education has been reinforced repeatedly by Kelsey’s mother. In fact, this 
commitment to education is further evidenced by the moves to accommodate for Kelsey’s social 
and emotional well-being. A number of emotions are directly tied to schooling for Kelsey. 
Kelsey: I was a really good student. I was that student that studied for their spelling test 
and [if I] didn’t get 100, I cried. I actually didn’t study one week and I got busted 
cheating because I didn’t want to get a zero and I cried so hysterically they didn’t 
punish me. They actually sent me home because they couldn’t get me to stop 
crying. 
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She stated multiple times that her performance in school was the onus of either her joy or 
despair. Furthermore, she placed a great amount of her self-worth on her school performance, 
noting that the experience of failing two courses in high school was a formative moment in her 
identity; making her realize that her worth was not directly tied to her academic performance.  
Kelsey: High school was the first time I ever struggled academically, because I never 
really had to study very hard for things before that. It just kind of came naturally 
to me…I actually ended up flunking two classes at the end of my freshman 
year…it really kind of changed the way I viewed myself and like [I] realized that, 
oh my God, the world won’t end if you get a bad grade. 
 
She was a very high achieving student, put a great deal of emphasis on her studies, and often 
suffered the mental and emotional burn out that can accompany the aggressive pursuit of good 
grades.  
Kelsey exudes confidence in her academic abilities. She advocated for herself as a 
student and recognizes that these characteristics were not always appreciated by her teachers and 
could have been misconstrued as arrogance. She recounted an incident in middle school in which 
she was inappropriately placed in a mathematics class after starting at her new school, 
subsequently questioning her placement with her teachers and administration when it became 
apparent she had already taken the course at her previous school. This advocacy and ability to be 
outspoken, established in middle school, remains present in her interactions as an educator today. 
Introducing Allie 
 Allie was more hesitant and reluctant in sharing details of her background and 
educational experiences. She answered the questions but continuously referred to her experiences 
as “generic”, suggesting that she assumes her experiences to be standard and normative. She 
described attending suburban, middle-class schools, and being surround by peers that all looked 
like her, meaning White. Mobility for Allie was non-existent, noting her only school moves were 
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the standard transitions from elementary to middle to high school. In short, Allie followed the 
expected pipeline from elementary to secondary to tertiary education. She recognizes that her 
school experiences contained minimal exposure to diverse student populations and that this has 
made her feel as if she had a very “sheltered” experience. 
Allie: I was pretty sheltered honestly, but like I didn’t have a very diverse school 
experience…my schooling was uh, I mean, it was pretty generic I guess. 
 
She recounts that all of her classmates were White, middle-class, and came from two-parent 
households; joking that the only form of diversity was the sect of Christianity that was practiced 
in the home (e.g. Methodist, Presbyterian, Baptist, etc.). 
Allie: The majority of my classmates were all Caucasian and we pretty much came from 
the same family backgrounds, like our parents were all like, you know they 
weren’t divorced or anything. They were all together…same kind of middle class 
kind of thing…there wasn’t really any diversity in form of religion or anything. 
 
She described a bit more diversity in her high school, but that she felt isolated from much of it 
due to the advanced classes in which she was enrolled.  
Allie: High school, there was a little bit more diversity, but I still feel like, I was still 
within that bubble, sort of because…I took a lot of the like AP courses. And so I 
stayed within pretty much the same group of people.  
 
 Allie describes herself as a good student who craved structure, a self-proclaimed “rule 
follower”. She is a lover of science, originally intending to pursue veterinary medicine in 
college. In fact, all of her academic preparation in high school was geared towards a medical 
career, reinforcing the academic structure and focus demanded of veterinary school students. 
This need for structure, order, and control are elements that she attempts to carry into her 
personal and professional life. Her path to finding education as a career included numerous 
twists and turns and has ultimately contributed to feelings of uncertainty in her own abilities.  
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Research Context 
 This study examines the transition from student teaching to full-time teaching for the two 
participants introduced above. Both of the women participated in a non-traditional clinical-
teaching experience, which was the primary component of a newly created urban teacher 
residency program. This program was developed out of a partnership between the university 
which both women attended and Peterson ISD, and was in its first year of operation at the time 
of this study.  
University and Peterson ISD Partnership 
 The partnership between the university and Peterson ISD was initiated as a unique way to 
approach the early career teacher attrition faced by Peterson ISD, as well as a way to better 
prepare teacher candidates in the university’s teacher education program for teaching in an urban 
school context. D. L. Moudy Elementary School was chosen as the initial school site because of 
the diversity of the student body, as well as the successful teacher mentors that comprised the 
teaching staff. Additionally, members of the school administration and leadership team had 
multiple ties to the university, many having received their advanced degrees from the university. 
Partnership with D. L. Moudy Elementary, although logistically and politically complex, seemed 
a good fit and roles for both entities were clearly articulated at the outset of the program.  
 The university held responsibility for recruiting participants for the program as well as 
providing the teacher education courses required during the final year of teacher preparation for 
state certification. Additionally, the university was to provide Peterson ISD with ongoing school-
based professional development for mentor teachers and school staff, directly related to the 
school’s articulated needs. Stipends were to be offered by the university to Peterson ISD teachers 
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interested in advancing their education and enrolling in the university’s online Master’s program 
specifically designed to meet the needs of in-service urban educators (University Briefs, 2016).  
Peterson ISD, and more specifically D. L. Moudy Elementary during the initial program 
year, was responsible for selecting mentor teachers to sponsor each of the program participants. 
These mentor teachers were incentivized by the district and were expected to host a program 
participant for a minimum of one semester. As part of the partnership, Peterson ISD was 
expected to contribute financially in order to provide participants with a stipend. This stipend 
was in the form payment to participants who were hired by the district as interns and after-school 
program tutors. Additionally, Peterson ISD agreed to secure full-time employment positions for 
the participants who successfully completed the residency program, guaranteeing them initial 
employment with the school district for the year immediately following their clinical teaching 
year (D. L. Moudy Elementary, 2016; University Briefs, 2017).   
Urban Teacher Residency Program 
 Pre-service teachers participating in the teacher residency program follow a standard path 
of teacher education, according to university guidelines and requirements, until their final year in 
their education coursework. At that time, residency participants begin the academic year with 
their mentor teachers at D. L. Moudy Elementary. Teacher candidates attended professional 
development sessions and collaborated with their mentor teachers to prepare to welcome students 
on the first day of school. This differs from the traditional preparation path, which still has 
teacher candidates attending university classes and observing in local schools for two days per 
week. Residency participants were in their school placements, with their mentor teachers, four 
days per week, accompanying their mentors for their entire day. Additionally, because they were 
receiving financial support from Peterson ISD, each of the residency program participants was 
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hired as an after-school tutor at D. L. Moudy. They collaborated closely with after-school 
program staff to plan and implement supplementary lessons and assist students with reteaching 
and homework (D. L. Moudy Elementary, 2016; University Briefs, 2016). 
 During the first semester of their residency program in the Fall of 2016, each of the 
teacher candidates was also expected to attend classes at the university campus one day per 
week. Attending these courses fulfilled university and state certification requirements and was 
intended to provide a bridge between theory and practice. Due to scheduling and the fact that the 
campus-based courses were approximately 90 miles from their school placements, the initial 
residency program participants car-pooled to the university campus on the days they had classes. 
Kelsey: Thursdays we would wake up at 5:30 in the morning to drive out to campus. We 
usually had a [program] meeting after our classes ended at 5, so we didn’t get on 
the road until about 6. So, there were some nights we weren’t getting home until 
about 8 at night…We carpooled. And none of us slept in the carpool. That was the 
rule. 
 
She continues, 
Kelsey: And usually, because I’m the most efficient they [other participants] said, I 
would be the one typing up last minute papers on my laptop [on the drive]. Then 
we’d run to the library to print them off before class…I could not have survived 
without those girls…we were so exhausted…we saw each other at our truest 
form. 
 
Balancing the additional expectations of being in a classroom full-time for four days per week 
and the demands of being a full-time university student presented a number of challenges for the 
program participants. 
 The second semester of the residency program mirrored a more traditional student 
teaching experience. During this semester, teacher candidates were no longer required to attend 
university courses that were campus-based. Instead, they were expected to return to campus for 
residency program meetings at four points during the semester. The program participants 
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changed mentor teachers for the second semester, now gaining experience at a different grade-
level, yet remaining at Moudy Elementary. It was expected that teacher candidates kept the same 
schedule as full-time teachers, only being excused for required program meetings. Because the 
expectation and aims of the residency program were to give participants a full-year experience, 
teacher candidates were expected to remain in their placements for the full academic year 
according to the Peterson ISD calendar; meaning that candidates returned to their placements for 
a full three weeks following their university graduation. Although, because of this commitment 
to the district and the program, all of the initial participants were offered full-time teaching 
contracts within the district (Residency Program Director, personal communication, May, 2017).  
Interviews 
 After receiving institutional review board consent from both participants, a first round of 
semi-structured interviews was scheduled. These interviews lasted roughly 60 minutes and 
occurred during August 2017, prior to the official beginning the 2017-2018 school year and 
before any back to school professional development took place. Topics discussed during this first 
interview included the participants’ experiences during their clinical teaching placements and 
reflections on feelings of preparedness for teaching in an urban school.  
 This process was repeated ten weeks later in mid-October 2017, approximately half-way 
through the first semester, when a second interview was conducted. These interviews lasted 
between 45 and 60 minutes, and participants were asked to discuss their current mindset about 
beginning their teaching experiences. Questions focused on feelings of competence, both 
culturally and academically, as well as feelings of readiness to teach, any additional preparation 
and development that occurred between clinical teaching and the beginning of the school year, 
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and reflections on how they have begun to learn about the communities in which they were 
teaching. 
 A final round of interviews was conducted in mid-December 2017, prior to the winter 
holiday break. These semi-structured interviews lasted approximately 60 minutes and focused on 
perceived changes in cultural competence, cultural feelings and assumptions, and general 
reflections on the first semester of teaching. Participants were asked to consider both an overall 
perspective as well as focus more specifically on their growth as an educator in terms of cultural 
competence and possibilities for future growth.  
 All interviews took place in public locations selected by the participants, a mix of coffee 
shops and public libraries. All interviews were audio-recorded and transcribed into written text 
for analysis. Both participants were assigned pseudonyms and all data was stored on the 
researcher’s personal, password-protected flash drive as well as on a cloud-based storage site 
under these pseudonyms. All identifiable information such as names, school buildings, etc. was 
removed from the texts and replaced by pseudonyms for the purpose of anonymity and 
confidentiality. A full listing of interview questions can be found in Appendix A.  
Participant Journals 
 Participants were also asked to complete reflective journals on a bi-monthly schedule 
throughout the course of the fall 2017 semester. The format for the reflective journaling cycle 
used throughout the course of the study (Brown & Irby, 2001) was introduced at the conclusion 
of the first interview. For each of the journal entries, participants were asked to follow a five-step 
reflective cycle modeled after Brown and Irby’s (2001) reflective journals. The first step is to 
select an event and any supporting artifacts that support the theme of cultural competence or 
cultural mismatch. Artifacts could include student work, correspondence with parents or staff, 
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lesson plans, etc. The next step is to describe the situation and setting of the selected event, 
interaction, or instance, making sure to include the Who? What? When? Where? The third step is 
to analyze; a time for “digging deeper” into the why of the event and artifact selection and how 
the selection relates to decision making and/or overall goals as a teacher. The fourth step is to 
appraise or interpret the events described and the experience gained. This step also provides an 
opportunity to discuss the impact the experience had on them as a teacher and how this might 
impact their interactions in the future. Finally, participants were asked transform or use the 
insight gained from their selected instance or experience to plan for similar experiences or 
situations in the future (Appendix B). 
All journal entries were completed electronically and stored, by pseudonym, on a cloud-
based storage site. The journal entries were generated entirely by the participants, uploaded 
directly to the cloud-based storage site, and were accessible only to the individual participant and 
the researcher.  
Reflexive Research Journal 
As the researcher, I maintained a reflexive research journal throughout the data collection 
and analysis process. This journal acted as a data source, as the reflections of the researcher 
become a critical component of the storying and restorying process (Clandinin & Connelly, 
2000). The musings of the researcher largely impact the analysis process; therefore, maintaining 
a chain of accountability in the reflexive journal aids the researcher in determining validity and 
authenticity of findings.  
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CHAPTER IV 
KELSEY’S NARRATIVE 
  
Everything has been such a slow change and there’s been so much, like, constantly 
everyday there’s something new. I guess I’m learning what matters to me more and 
the biggest change is I have become…it’s not really a change but it’s reaffirmed 
my faith in early childhood education because I’m having to fight now for what I 
believe is right for the kids. It’s making me understand how people go on and get 
their masters and doctorates in things, something I’m thinking about right now as a 
first-year kindergarten teacher because who cares what I have to say?! And so, it’s 
making me realize that I don’t want to leave the classroom anytime soon. I don’t 
foresee that being my thing because I went into education to get away from adults 
and be with children. And so the thing is, it’s helping me realize that you know, I 
might not be able to change everything but to focus, to keep in mind that those 
twenty-one kids in my care, I can make a difference with. I guess that’s the 
biggest…I no longer focus so big picture, I focus on the individuals. And that’s 
what keeps me going is focusing on those twenty-one little ones. 
-Kelsey, December 2017 
 
 
Kelsey’s narrative presents many highs and lows experienced by novice teachers. On her 
journey, we first learn of her contentious path to selecting teaching as a profession. Next, her 
reflections on teacher preparation and clinical teaching offer critical insights into her feelings of 
preparedness for full-time teaching. We catch glimpses into her self-initiated strategies for 
processing situations of cultural conflict and mismatch, attempting to navigate her own 
assumptions and mitigate her tendencies to act as a paternalistic savior to her students. An 
examination of the development of her teacher identity, as well as a battle to establish 
professional validity and legitimacy with her colleagues offer insight into the range of emotions 
experienced by novice teachers. Finally, she provides some overall reflections on teaching in an 
urban context, where she sees her future leading her, and the prevailing emotions that both 
propel and weigh on her soul. 
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Path to Teaching 
 Kelsey’s path to teaching does not mirror any of the commonplace idyllic tales of 
educators who proclaim to have always knows they were destined to teach. There were no 
afternoons filled with playing school with her siblings and friends and no childhood dreams of 
grading papers or taking roll. In fact, her story is quite the opposite. From a very young age, she 
was actively discouraged from the field of teaching. Her family is filled with first responders, 
nurses, paramedics, firefighters, and those working in the service professions. As early as Kelsey 
can recall, her mother was adamant that she wanted better for her children; teaching was simply 
not on the list of acceptable fields of study. The negative connotations that accompanied teaching 
and the constant degradation of the profession by her mother created a great deal of torment 
within Kelsey, causing her to question her decision to teach at all moments along her journey to 
enrolling in education courses. She admits that the reason it took her so long to admit to herself 
that she wanted to be an educator was because of her mother’s insistence growing up that she 
could not be a teacher. However, parental intentions are not always heeded. 
 The passion for teaching was discovered in a non-traditional educational setting, a pottery 
painting shop. Kelsey began working at the pottery shop while completing core curriculum 
classes at a community college, not knowing what she wanted to major in, but knowing that she 
needed to remain active in school. It was during this time that she recognized the initial spark of 
excitement that came with teaching painting techniques to customers, watching them create 
works of art, and witnessing their mastery of techniques develop. These interactions with her 
customers fueled an internal desire, and after a short rumination, Kelsey began to recall 
experiences from her own schooling. She remembered the joy she felt as a student when she was 
paired with a student who needed additional instruction, noting that she was always happy when 
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she had the chance to teach something to another student and that this actually allowed her to 
understand what she was learning more deeply. Additionally, she reflects on tutoring her 
younger siblings and other students and how she now realizes that she has always loved 
interacting with children. These flashbacks and memories began to take shape in her mind and all 
pointed to her becoming an educator; yet, she still felt conflicted in this decision. 
 Kelsey’s desire to apply to and enroll in a teacher education program at a major 
university did not come without pushback from her mother. In fact, Kelsey likens her telling her 
mother about wanting to become a teacher with a homosexual’s coming out to his/her family 
members. 
Kelsey: The more I just mulled it over, the more I just like it…Then I told my mom, and 
oh my gosh, it was almost like coming out of the closet to my mom. Like, I know 
I shouldn’t compare the two, but in my family, that’s what it was like. It was like, 
there were fights, there were mean jokes, shunning for a little bit, and oh my 
goodness, it was so bad. But I still, I had already decided by that point…I decided 
before I told her. This wasn’t like an inkling anymore. 
 
She recounts how her mother was not supportive of her decision and did not assist her in the 
admissions process, nor did she offer any financial support. This was a decision undertaken 
solely by Kelsey. In hindsight, she recognizes that her calling to teach was always present, 
simmering in the back of her mind; she had just never allowed herself the opportunity to explore 
it. She concludes, 
Kelsey: I think the reason it took me so long to admit that I wanted to be a teacher was 
because growing up my mom told me I couldn’t be a teacher, because my whole 
family is like, you know, teachers, nurses, paramedics, firefighters, police officers 
and they [family members] always wanted MORE for the next generation…So I 
think it [the desire to teach] was always kind of there, I had just never really 
explored the possibility. 
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Impact of Teacher Preparation 
 Kelsey’s perspectives on her training varied throughout the time we spent together; 
however, a few constants have remained. First, she believes that the required coursework prior to 
her clinical teaching experience was superficial and inadequate, specifically describing the lack 
of attention paid to preparing teachers for urban schools. Next, she maintains that the clinical 
teaching experience was paramount in her development, discussing in-depth, the power of 
quality mentorship through this process. Finally, she reflects on the impact of a full-year clinical 
teaching experience over the more traditional semester-long experience. 
Teacher Education Coursework 
 Preparation for educators begins long before they enter classrooms, and for Kelsey, this 
process was seemingly redundant and unproductive. She engaged in her university’s traditional 
coursework sequence that included two foundations courses in the initial years of her program 
and a series of methods courses prior to her clinical teaching. The first foundations course is 
focused on the cultural foundations of school in today’s society, establishing the importance of 
partnering with parents and families for successful learning experiences during the school day. 
Additionally, this course is intended to analyze and critique classrooms and school practices 
through a lens of educational equity for all students regardless of race, gender, ethnicity, 
language, and socio-economic diversity. It is paired with a field experience in an elementary 
classroom, which, together are often the first field experience hours in which students participate. 
Kelsey: I dropped that class actually so it’s supposed to be the first introduction 
class…and it was an older white guy was the professor, and he offended me SO 
bad because like when we got to the single parent part, like I like hit the roof! 
 
She continues, 
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Kelsey: And not because I didn’t like, I loved my clinicals [observations]! I actually still 
continued to go for two hours and finished out my clinical part…I liked that part, 
but I hated that guy!  
 
The second required course is what Kelsey referred to as the multicultural class. Her tone 
and inflection suggested that she viewed this as the only course specifically devoted to topics of 
diversity, multiculturalism, and equity in schools; however, this course was intended to be a 
supplement to the other foundations course.  
Kelsey: Then I took the multicultural class…online, and I don’t feel like I got anything 
out of it honestly, because I don’t feel like it really, I don’t know…like if it’s [the 
content] not what you lived…it doesn’t really stick because it’s not what I’m used 
to hearing or it’s not what those girls are used to hearing. 
 
Kelsey’s description of the course sequence suggests that she did not see the content as relevant 
or applicable to her, contributing to her feelings of limited value in the class. She also did not see 
the two introductory courses as building upon one another, rather they were disjointed and 
independent. 
 The reflections on these beginning required courses are not overly positive. Kelsey 
shared that she felt these courses varied greatly based upon the instructor. She critiqued the 
textbook used in the initial field-based course, A Framework for Understanding Poverty (Payne, 
2005), noting that she felt personally offended by sections of the text that described attributes of 
single-parent households. She found the text incredibly problematic and was further agitated by 
the instructor’s reliance on the book as well as the ascription to the text as fact without room for 
discussion or interpretation. Because her own experiences of growing up in a single-parent 
household were in direct conflict with what was being discussed in the course, she found no 
legitimacy in the text or the course or connection to how single-parent family members live. 
This, coupled with the fact that she felt the course reinforced stereotypes and biases held by 
many students enrolled, resulted in her withdrawal from the class. Because it was a required 
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course, she enrolled the following semester with a different instructor and found the class to be 
more open for discussion and critique, in spite of using the same biased yet required text.  
Kelsey: I retook it with a grad student…oh my god, I loved him! He was the 
best…because he didn’t use that book I was actually able to finish the course. 
Because he didn’t really teach from that book.  
 
 Kelsey’s reflections on the multicultural education course insinuate that she did not gain 
much from the class. She specifically states that there were two reasons for this feeling. The first, 
is that she took the course in a fully online format, which she deemed problematic mostly 
because the expected discussions felt superficial and inauthentic. Existing in an online space did 
not require students to fully engage in critical discussion, rather, she felt as if she was providing 
her opinion and rarely being challenged or questioned. This lack of critical questioning and 
analysis of her own assumptions and biases resulted in her own dismissal of the biases and 
assumptions she possessed. She reflects that she was guilty of carrying harmful assumptions into 
her classroom; however, because she was not challenged in her coursework or her field 
experience these thoughts were allowed to persist. The second reason she feels she did not gain 
much from the course is because of the course format. She described a course that was built 
around assigned readings, discussion board postings, and a couple of written papers. She felt that 
divorcing the multicultural content from actual experience only helped to reinforce current 
assumptions because she was not presented with examples that would cause her to question what 
she assumed.  
Kelsey: You can’t just say the words, like it has to be an experience…if it’s not what you 
lived…it doesn’t really stick because it’s not what I’m used to hearing…You 
actually have to live it to realize that you have those biases and those, you know, 
things that are keeping you from fully understanding another person’s point of 
view. Because you’re like, I would never do that! I’m a nice person…because you 
think you’re a nice person you think it doesn’t happen.  
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Kelsey went on to reflect that she did not feel she was ready for the kind of critical reflection and 
analysis of self that was required of the course. She was not prepared to delve into the level of 
reflection needed to gain what was necessary from the course because she did not have enough 
experience with which to pair it. However, given her current amount of classroom experience, 
she now feels more prepared to engage in the reflective practice necessary to deconstruct and 
question her own understandings and assumptions. 
 Although Kelsey questioned the benefits from the courses designed to specifically 
enhance cultural understanding, she did find a great deal of value in her junior and senior level 
field-based pedagogical courses. She particularly notes that she enjoyed the methods courses 
because they paired college classroom learning with experiences in the field, and that these 
courses were designed to include a number of relevant assignments that could be taken from the 
university classroom and almost directly applied to an elementary classroom.  
Kelsey: I feel like there were many classes that were, they’re not geared towards urban 
education. I definitely saw that…I feel like you definitely are not prepared to 
work in an urban school from our coursework but I feel like most of teaching has 
to be learning, like in a classroom as a teacher.  
 
She continues, 
Kelsey: You can’t learn from a textbook and I don’t think there’s really any way that, 
other than more time in a classroom, like in an elementary classroom, I don’t 
think there’s really any way to improve upon it…I think making it more like a 
classroom, more like community of learning together and talking about it and 
feeding off of what your students want to know, and actually doing like real life 
stuff. 
 
She reflects that she feels the majority of learning to be an effective teacher does not come from 
a textbook, rather that it comes from time spent in classrooms with students. It was in the 
application-based methods courses where Kelsey felt that learning communities were established 
and reinforced. Learning in this manner allowed her to engage with her peers and begin to 
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practice her professional skills, analyzing and critiquing classroom lessons and materials with 
one another.  
Reflections on Clinical Teaching 
Kelsey: It was the hardest, both physically and emotionally, thing I’ve ever done…I feel 
like you just can’t be prepared until you’re in a class. There’s just nothing like, 
you know, like 20 kids depending on you! 
 
 This leading statement sets the tone for the remainder of Kelsey’s reflections on clinical 
teaching. Because Kelsey participated in the urban teacher residency program, her clinical 
teaching experience differed greatly from that of the traditional teacher certification requirements 
at her university. Instead of one semester of clinical teaching, Kelsey participated in a year-long 
residency program. This full academic year of clinical teaching was completed entirely in one 
school building, D. L. Moudy Elementary, with one semester being at a lower grade level and 
one in the upper grades. She attended the teacher induction and professional development days 
prior to students beginning school in the fall and remained in her assignment until the end of the 
school year, returning to her placement for an additional three weeks following her university 
graduation.  
 Kelsey describes an overwhelming feeling of exhaustion throughout the entire process; 
yet, she speaks of the bonding that occurred among her and the other participants in the 
residency program, all of whom were placed at D. L Moudy Elementary. 
Kelsey: I don’t think I ever really felt exhausted until that Friday, like true exhaustion, 
until that Friday of the first week of school. And I remember just getting home 
and thinking back on to everything that happened and every learning experience 
and every moment and I’m like “that was ONE week…that was only FIVE 
DAYS. What do you mean that was five days?!” I feel like I aged two months! 
 
She repeatedly describes this period as a time of survival, attributing her success largely to the 
support system created within her cohort. There is a juxtaposition of emotions encompassed 
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within this period, ranging from overwhelming exhaustion to overwhelming joy and fulfillment. 
Kelsey discusses the impact of having powerful mentors throughout the clinical teaching phase 
of her preparation, noting that positive mentor matches were vital to her success.  
Overall, the dualisms presented in clinical teaching demonstrate the tension between 
existing in both the role of a student as well as the role of a teacher. Kelsey discussed having to 
balance the individual duties in her clinical placement for which she was responsible, but also 
having to fulfill the expectations of being a university student. She shared a situation when she 
sat in with her mentor teacher on a phone call to a parent regarding student misbehavior. Kelsey 
did not actively participate in the call, yet she was the topic of discussion between her mentor 
teacher and the parent. Examples such as this created discord and established an unclear 
understanding of her own authority during this time.  
Kelsey: I felt like I was in this weird limbo of a teacher but not a teacher…I felt like a 
staff member and a teacher, but then people would come in and undercut me, as is 
typical with student teachers, and it would kind of take my power away again. 
 
She continues with this theme of loss of authority throughout her clinical teaching experience, 
stating that this existence in two spaces and having to fulfill two roles was incredibly confusing 
and created a great amount of tension within herself.  
Kelsey: Sometimes I felt like I was a teacher on campus and I felt like I was going 
somewhere, but then something would happen and I’d go right back to not really 
knowing my place…and so it was a little confusing and by the end of I was very 
tired of being a student teacher. I was ready to…be THE teacher not visitor in 
another classroom. 
 
Kelsey explicitly discusses that this dual role play made her often unsure of herself, that she did 
not know her place, and made her feel as if she could not find her place within the building, her 
team, or herself.  
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 Ultimately, Kelsey reflects on the full-year residency program as a positive experience. 
She recognizes the value of being present for an entire school year from the day the doors open 
to students through the last day of the year, specifically the first week of school procedures and 
how the day to day normalcy of how a building fluctuates and changes throughout the school 
year. Kelsey is also cognizant of the impact of securing a full-time teaching position in the same 
building where she completed her residency as this allowed her to have a better understanding of 
the school culture into which she was hired and had a level of familiarity with building-wide 
procedures and expectations. 
 Overall, the teacher education that Kelsey received did prepare her to enter her own 
classroom and provided her a level of confidence to begin as a full-time teacher. She was 
overwhelmingly excited to begin the school year and spoke confidently about her planning for a 
management system, her classroom centers, and her classroom procedures; however, she was 
still hesitant to implement all of these elements. She recognizes that planning is key, but that it 
does not guarantee successful implementation. Kelsey concludes that her preparation left her 
feeling capable, but not fully ready to tackle all of the demands of a first-year teacher, 
maintaining that she still regularly adopts a “fake it ‘til you make it” attitude. 
Development of Cultural Competence 
 Kelsey’s journey to continue developing her own cultural competence has been a bit 
contentious throughout the first semester of teaching. She described several instances of 
miscommunication with both building administration and staff as well as parents and families 
that were a result of assumptions or her own opinions on how things should be done in her 
classroom.  
Kelsey: I feel like most of the problems are my own personal insecurities…I’ve always 
been nervous approaching parents because of how I could be perceived. 
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Kelsey is fiercely devoted to her students and has created relationships with them that have 
resulted in her own loss of emotional control in stressful situations. This overt, sometimes 
aggressive, amount of care for her students can manifest itself as paternalism and impacts her 
communication and problem-solving skills. When reflecting upon and analyzing her own 
development of cultural competence, Kelsey speaks directly to her lack of community 
engagement, her sometimes problematic interactions with parents, and her conflicts with 
building staff and administration.  
Community Engagement 
 The theme of community engagement, specifically with respect to developing cultural 
competence is an area with which Kelsey admittedly struggles. She articulates her understanding 
of the importance of establishing relationships within the community in which she teaches; 
however, feels regretful about her inability to have begun this area of outreach and growth. She 
is quick to discuss the demographics of the community in which her school is located, providing 
percentages of ethnic and racial groups and gender distributions, but not speaking of anything 
else. Kelsey openly shares that she has not truly felt comfortable engaging in the greater 
community because of fear and insecurity stemming from not yet fully knowing herself. 
 This theme of resisting engagement with the greater community has been present since 
the beginning of the study with Kelsey. She began by discussing her initial feelings about the 
community, noting that one of her biggest shocks was how she perceived the community viewed 
the school.  
Kelsey: The attitudes of the parents towards school and the way that the community 
views the school, was probably the biggest shock to me. Like it’s very under 
appreciative of teachers and their roles and stuff like that. Like they don’t really 
have a lot of respect for what the teacher says. 
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Feelings of distrust and being unappreciated by the community were based on Kelsey’s limited 
experience with parents and community members during her clinical teaching year and were 
hard thought processes and patterns to revise. She did not fully articulate whether she felt the 
distrust from parents was directed at her as a novice teacher or at the school as a general entity. 
While she assumed that parents had trust issues with the school, she also felt as if they had trust 
issues with her as an individual as well.  
Kelsey: I don’t feel like I was aware of the cultural differences until this year [clinical 
teaching]. Like I didn’t think they existed honestly. 
 
Samantha: Was there a moment…or a situation that occurred that really had that…aha! 
moment for you? 
 
Kelsey: I mean, there were three times I was called a racist…Twice by students and once 
by a parent. And that’s probably the most hurtful thing in the world…having to 
learn how to have that talk with people that are different than you, is VERY 
hard…I can’t say certain things, I feel like, because otherwise it could be 
misconstrued as me being offensive. 
 
She concludes, 
Kelsey: I still don’t feel like I’m very good at that conversation. I don’t feel, I don’t know 
if I’ll ever really master that conversation. 
 
 During the second and third interviews, and throughout her journal entries, Kelsey 
associated community engagement with parent communication. She described how she was 
learning about her students’ home lives by listening when they share in class, and that she is 
actively working on her parent communication skills. Kelsey repeatedly states that this is an area 
that she was not prepared for throughout her teacher preparation program or clinical teaching, 
and that it continues to be one of her greatest challenges. During our final interview, she 
reflected that she still experiences a large amount of anxiety in her interactions and how she does 
not feel as if she has any additional time in her day to devote to specifically engage with the 
community outside of school hours. 
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Samantha: Can you talk about how you’ve engaged with the community? 
Kelsey: I haven’t… 
Samantha: You haven’t? 
Kelsey: I mean, I, I sometimes I stay at school till seven o’clock at night. I go home and I 
go to bed. 
Samantha: Ok, have you engaged with any of your students outside of school at all? Or 
parents? 
Kelsey: No, because I’ve been a little scared to. I’ve been invited to some of my kids’ 
birthday parties and I’m just, I’m not that comfortable in my professional persona 
yet to really do that. 
 
She concludes: 
 
Kelsey: I’m very nervous about breaking any of the professional conduct rules and stuff 
like that…it just makes me nervous. I still feel so young, and so interacting like 
that, people come to me expecting me to have answers because I am the 
professional. I am the expert. It makes me feel uncomfortable, so no.  
 
Interactions with Parents 
 Kelsey describes a range of experiences when discussing her interactions with parents, 
and attributes these interactions with much of her cultural competence development. Many of 
these interactions were discussed as contentious and problematic. Kelsey believes that parents 
perceived her as young, inexperienced, and unable to understand her socio-economic status and 
upbringing because of the university that she attended. She feels that parents assume she has 
financial means based on the status and cost of her university. 
Kelsey: I’ve always been nervous approaching parents because of how I could be 
perceived. 
 
Samantha: Ok, dig into that a little more. 
 
Kelsey: Well, my age, and the way I look. I mean, I already look super young, and I AM 
young, and I look younger that I am. And you know, more of my parents think, 
“oh, you went to that university, you don’t know what life is like for us” and 
actually, I connect more to them than I probably would do at an affluent school 
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because I come from a single-parent home, and I know those struggles. I’ve had 
my power turned off, I’ve had my phone disconnected, I’ve pawned stuff to eat. 
Like, I get it! 
 
Samantha: How do you manage some of those assumptions then? 
 
Kelsey: I try to focus on the kids because I haven’t really mastered the adults yet. So I 
just try to make sure that they understand that I love and care for their child. And 
hope that by understanding that everything I’m doing is in the best interest of their 
child, that they’ll understand that I’m here to work with them and not against 
them.  
 
Kelsey is quick to dismiss these assumptions of financial means, adamantly repeating how she 
grew up in a single-parent household and recounting instances of financial hardship during her 
childhood. Ultimately, she feels she could understand and relate to her students on this socio-
economic level more so than any other; however, this battle of assumptions and perceptions 
between Kelsey and her students’ parents and families created tension and impacted her ability 
and confidence to reach out and engage them further. 
 When prompted to discuss moments that she identified as cultural conflicts, Kelsey most 
often identified interactions with parents. She told of three major instances that particularly stand 
out to her as moments that have caused her to reflect on her own actions and process how she 
could have responded differently. The first of these occurred during the first couple days of 
school when a family brought their child to her classroom and presented a list of demands for 
Kelsey to follow as their child’s teacher, one of which was to require the child to wear a bib 
during meal and snack times. Kelsey was quick to dismiss the request as odd and inappropriate 
for a kindergarten classroom; however, she wasn’t sure if she could trust her initial reaction 
because the parent requests were presented with hostility and the entire situation left her feeling 
unsettled and berated. In her reflective journal, Kelsey shared: 
Their first words to me were wondering why I took their daughter’s change of 
clothes out of her backpack without telling their daughter. I explained that we try 
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and keep a set of clothes at school for accidents, they then berated me saying next 
time I needed to tell their daughter so she can tell them. I apologized and then went 
through the typical script of what you inform parents of. I told them about snack 
time and stuff like that and then asked them if there were any concerns I should be 
aware of regarding their daughter. They told me she better wear her bib, needs to 
sit on her knees at lunch so she doesn’t spill into her lap, can’t eat any dairy or 
oranges. 
 
She continues with how this interaction made her feel: 
 
It wasn’t so much their words that bothered me as the tone. They seemed to talk 
down at me and with hostility. I can’t really pinpoint where their anger towards me 
came, other than me being a young White girl and they didn’t approve of me being 
their daughter’s teacher. This was the only negative parent interaction I have had 
so far but it left me feeling unsettled. I have had parents already willingly leave 
their screaming child in my lap as they leave or share personal information with me 
so this was a much different interaction. 
 
Kelsey specifically stated in her reflective journal that she intended to use this moment as a 
catalyst to reach out to the parents with a positive contact and analyze her own reactions, writing 
that she hoped her initial assumptions were wrong, and that the family’s behavior and actions 
were just stemming from anxiety about their child starting school. 
 Kelsey’s second self-identified moment of development revolved around a 
miscommunication about transportation for one of her students. She received mixed messages 
from the school office staff regarding a transportation change for her student, resulting in the 
student leaving the building on a walking route instead of being picked up by a parent. This was 
incorrect and lead to the student being lost for approximately thirty minutes after dismissal. 
Kelsey recalls the panic and fear she experienced when attempting to locate the student. At the 
direction of an administrator, Kelsey was told to walk to the house where the child was found to 
pick her up and bring her back to the building. In her journal from October 8, 2017 she recounted 
the situation described some of the feelings she experienced: 
The principal brushed it off saying she [the missing child] would be brought back 
so no big deal but I interject and tell him they have come back and my student isn’t 
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with them. He still doesn’t seem to care…I ask him: What do we do? and he doesn’t 
answer…I’m crying at this point and then I hear the receptionist tell some lady on 
the phone she doesn’t know where I am, so I ask the receptionist who is calling and 
she says some lady who has my student. I grab the phone and a mom of a student 
at our school has found my student wandering all alone crying. I get the address 
and tell her someone will be there to get her. 
 
Kelsey continued with her account of locating her lost student: 
 
The house my student was at was right before the major road, she had almost left 
the neighborhood. I run to my student and she is in shock, with tears drying on her 
cheeks and I just hug her and grab her hand and take her with me. Mom had been 
close behind me, I had been in such a rush I didn’t realize it was mom. I tell my 
student to go to her mom, who hugs her and is crying. I stand there, and mom 
stands up and hugs me. We are both crying, I’m apologizing, and she’s saying it’s 
not my fault. Someone comes to pick my student and her mom up. Fast forward, I 
have spoken with mom and she doesn’t blame me and knows I did everything I 
could to find her daughter. She holds the front office responsible. 
 
Intense feelings of relief and emotional release were experienced by all present, but especially by 
Kelsey. She recalls that she never felt blamed by the parent in this situation, which she attributes 
greatly to the relationship they had previously developed. Prior to this moment, Kelsey had 
expressed parent communication as one of her greatest areas of weakness; however, this 
interaction and the parent’s resulting actions showed Kelsey that she was developing in this area. 
Rather than attacking Kelsey for her inexperience, the parent praised her for problem solving 
from a position of care and concern for the child. This parent reaction surprised Kelsey but 
reassured her and validated the intentional focus she had placed on building this parent 
relationship.  
 The final impactful parent interaction that Kelsey reflected upon involved the same 
family as her first moment, but it occurred on the last day of the semester. She recounts that the 
family entered the classroom for a winter holiday celebration, invaded her personal space when 
asking questions about the dress code, blamed Kelsey for not communicating about grading 
reports, and ended up leaving after the celebration and taking all of the left-over food with them. 
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Kelsey still feels this is a hostile relationship, one where she is constantly questioned by this 
family. She feels anger and insecurity when interacting with this family, but also some irritation 
with her own actions. Specifically, she is upset with herself, feeling as if this family takes 
advantage of her despite her efforts to maintain positive communication. Kelsey describes this 
final interaction as an attack by the family and explains how she immediately felt herself become 
defensive and short in her spoken responses.  
 Over the course of the study, Kelsey has presented a variety of responses to parent 
interactions. As of the end of data collection, she still feels awkward and incapable in her own 
abilities to establish, foster, and maintain successful relationships with her students’ families. 
She describes inconsistent success in her communication with parents but is attempting to be 
transparent and open with information. 
Navigating the Professional Landscape 
 Discovering the culture within her building and determining her role within it has been a 
source of contention over the course of the study. Kelsey has experienced a myriad of positive 
and negative experiences within her team and the building staff. Within her grade-level team, her 
experiences have been overwhelmingly positive and supportive; yet, when she ventures outside 
of the security of her team, she has encountered a number of negative interactions that have 
resulted in her distrust of other staff members and have caused her to somewhat isolate within 
her own team. 
 Kelsey openly professes to have been placed on the most successful, cohesive grade-level 
team in her building. She repeatedly describes the collegial dynamics as supportive and 
collaborative, noting that she feels as if she has an entire team full of mentor teachers instead of 
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just her assigned mentor. She speaks positively about the accessibility of her team members and 
how they have acted as her safe space throughout the course of this study. 
Kelsey: I don’t feel like completely overwhelmed…my team is amazing. Like, literally, I 
have the most supportive team you could have with my other kindergarten 
teachers. And they’re part of the reason I kind of have a pretty level head still 
right now. I actually feel like I’m not completely lost…we’re very well oiled, like, 
we work really well together. 
 
Kelsey feels her freest in this group of people, a direct contrast to feeling as if she needs to 
censor herself around other off-team staff members. The ability to speak her mind among her 
team has made her feel validated and empowered, able to process the curricular and management 
challenges she is facing. This is opposite to the feelings Kelsey experiences outside the safety net 
of her team members. 
 Interactions with administration and staff members outside of Kelsey’s team have been 
strained and a source of tension. A number of factors have contributed to this perception: 
personal friendships with building colleagues that have turned toxic, a lack of guidance and 
support from in-building curriculum specialists, and inconsistencies from administration and 
building leadership. 
Kelsey: So, I learned that [mistrust of administration] from my mentor, that there’s no 
point. Nobody’s going to listen to me if I tell them my frustrations with the fact 
that nobody listening to anything I had to say. They don’t care.  
 
She continues with her feelings of having to silence herself, 
Kelsey: I share my opinion too much…and I’m usually right. I don’t have anything 
behind my name to prove I’m right, cause I’m on the bottom of the totem pole. 
And I’ve accepted that, so to say out of trouble, I don’t talk to administration. 
 
Samantha: Okay. 
 
Kelsey: And I have a perfect mentor for that, because she got burned [by administration]. 
So, I’ve learned that it’s best to just keep it within the team first, and then only go 
to administration. And it’s just reaffirmed by belief that you handle it first with 
those that you trust. 
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Kelsey’s reflections on these interactions are largely negative and provide her with more 
justifications to isolate herself within the confines of her team. She identifies herself as an 
advocate for early childhood education but feels that a large majority of the other staff in her 
building do not share this passion, nor do they understand the pedagogy of early childhood 
education and how it differs from teaching the upper grades.  
This feeling of isolation is seen in Kelsey’s express refusal to socialize outside of her 
team, her propensity to silence herself during staff meetings, and her hesitancy to establish 
friendships with her colleagues that extend beyond the school day. Kelsey clearly articulates this 
in the following interview passage: 
Samantha: In terms of interactions with other staff members, how do you think that has 
shaped how you are as an educator now? 
Kelsey: It’s helping me become not so open with my feelings and my thoughts. 
Samantha: How so? 
Kelsey: It’s helping me remember that not everybody cares and not everybody has your 
best interests at heart. And um, people can use that to get further ahead. So it’s 
helping me learn how to not be everybody’s friend. To be a good coworker and a 
good colleague doesn’t mean you have to be friends. 
Kelsey continues with her description of her resistance to establishing friendships with staff 
members outside of her team. 
Kelsey: I’m not going to be as friendly with my coworkers. I think coworkers should stay 
at the place of business…My team, my mentor, my co-teacher, and then of course 
Allie are still going to be very close and important to me, but I don’t think I’m 
going to make many more friendships outside of that. 
 
 Overall, learning and navigating the culture of the building has been a problematic 
endeavor for Kelsey. She declares that she maintains her positivity when in her own classroom 
and within her team; however, this has become a difficult task when she leaves the boundaries of 
the team and enters the realm of the rest of the school building. She is surprised by the amount of 
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politics involved in the school day and notes that she feels that actual teaching and delivery of 
content is not the difficult part of her day; rather, it is balancing the demands placed upon her by 
district policies, which are, in turn, interpreted by her administration and what she feels is right 
for her students. She finishes by stating that because there has been little consistency with policy 
implementation her distrust in building leadership has greatly increased. Managing the dynamics 
of staff interactions as well as juggling the demands of district policy has left Kelsey feeling 
confused, isolated, and hesitant to trust herself and her leadership.  
Prevalence of the White Savior Construct 
 Throughout her interviews and journal entries, Kelsey demonstrates manifestations of the 
White savior construct in her interactions with students; however, the degree of presence has 
shifted over the course of the study. When discussing her teacher education courses, specifically 
the multicultural education course, Kelsey reflects that she did not possess the maturity to fully 
address her assumptions and biases. It is only through her gained experience in the classroom 
and her interactions with students that she is able to begin analyzing her own mindset and 
behaviors. Over the course of the study, it is apparent that Kelsey has established close 
relationships with her students and that she has adopted almost a maternal role in her classroom. 
She repeatedly shows examples of the construct such as referring to her students as her babies, 
continuously articulating that she loves them, and demonstrates instances of fiercely protective 
behavior.  
 In the first interview, Kelsey demonstrates the White savior construct when retelling a 
story of being called a racist by two of her students. Kelsey’s account of this incident includes 
her initial shock and hurt experienced, but then goes on to describe her reaction to the students 
and the language used in the discussion that followed. She recalls, 
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Kelsey: Obviously I cared about those students that did it, and it just, it made me mad 
because they must have heard that from their parents. And ‘cause I was 
reprimanding them when they said it for misbehavior, it was like, all I’m trying to 
do is make you better, you know, a better student so you can learn better…I know 
you can do better, I know you can be better. But instead, you’re just gonna blame 
it on me and that I’m attacking you. 
 
When asked how this moment impacted her, she describes how she wants to act as a positive 
White role model for her students, specifically noting how she wants to change their perspective 
of White people. 
Kelsey: In some of these students’ lives I feel they don’t have a lot of exposure to people 
of different races and I want to be that positive impact on them. I want them to go, 
when they’re in a situation, go well you know, I did have teachers that were like 
that [White] and they never did that. You know, it’s not everybody, because Ms. 
Kelsey wasn’t that way. She was great! I kind of want to, I want to change their 
perspective. I want to give them good memories of people that are different from 
them. 
 
The discussion of conversations about race with students arises again during the second 
interview. At this halfway point in the study, Kelsey describes how she is now able to facilitate a 
discussion about race rather than feeling the need to direct it; allowing her students to lead the 
conversation and arrive at their own understandings and conclusions rather than interjecting her 
own opinions and perspective.  
 One example of Kelsey’s protective behavior is seen in her journal entry on September 
17, 2017. She begins her entry by describing how she is admittedly on edge due to attempting to 
manage the impact and aftermath of the community being hit by a devastating hurricane. Having 
to manage not only her own stress and anxiety, but the trauma experienced by her students has 
led to additional stress in her classroom and professional life. Her journal describes a situation 
with a cafeteria worker, in which Kelsey is attempting to get some ketchup for her students 
during lunchtime. She writes: 
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I go and take my students to lunch, we’re the third (out of 7) classes into the 
cafeteria but due to the slowness of the lunch lady, my class was the last to make it 
out of the line and had less than 15 minutes to eat. Getting Kindergarteners through 
a lunch line is no easy task. I have to make sure that every student gets a milk, a hot 
entree, a fruit and a vegetable. Then also have to make sure they give the lady their 
card so they can pay. So, it’s a very hectic process, but I am insistent that my 
students get a full meal because I know a lot of my kiddos don’t get a hot meal at 
home.   
 
She continues with her entry, describing how many of her students forgot ketchup, resulting in 
her having to get several packages for her students. This caused a conflict with a cafeteria 
worker, who insisted that the students must take items only when they are going through the line 
and that no additional items may be retrieved after the fact. Kelsey describes her response to the 
cafeteria worker: 
I go “Fine!!” and throw the ketchup down and storm off because I feel lots of nasty 
words about to come flying out of my mouth! I have to leave the cafeteria because 
I am crying that I am so angry. It is ketchup!! This woman chose to fight with me 
over the fact that I was taking maybe ten ketchup packets. And the other ladies just 
stood there and let her talk down to me over something so small! I don’t know what 
made her choose to be such a bitch to me, but I was very upset. I know I didn’t 
handle it in the most professional way, but I had already hit my tipping point and 
that was just the final straw. 
 
Kelsey continues to process her own reaction in her journal, fully articulating her protective 
behaviors and impulses: 
I don’t like my students being denied food in any form. I have had issues before 
over the number of breakfast I need for my kiddos and things like that and I will go 
to war to make sure my kids have food. They’re babies!!! How heartless do you 
have to be to deny them food??????? I spend my own money to buy snacks for the 
kids who don’t bring a snack for snack time! I am already like a mama bear when 
it comes to my class, I’m like that with anyone I care about. I am fiercely protective 
of those I love, and I love my students. 
 
This interaction highlights Kelsey’s attachment to her students, but also her protective maternal 
relationship. The language and punctuation used through this journal entry show the heightened 
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nature of her emotions in situations in which she perceives her students are being wronged or 
mistreated and the level of investment she has in caring for the students in her charge. 
 At the time of the final interview, Kelsey still maintained her deep emotional attachments 
to her students but continued to describe how she was learning more about their home lives and 
was able to better analyze the assumptions she initially held at the beginning of the school year. 
She admits that parent interactions are still a bit strained and that she did have a couple of 
missteps because of assumptions she had made about the families. One such situation occurred 
when she saw that one of her students had needed a school uniform and was repeatedly not 
bringing one to school. Kelsey acknowledges that she did not contact the parent about the 
uniform, instead, she bought it herself and it was given anonymously to the student. This created 
a conflict between the student and the parent, resulting in the child being reprimanded. Kelsey 
describes that she might have over-stepped a boundary in the situation, but it was because she 
felt uncomfortable communicating with the parent and simply wanted to help the student. By not 
communicating with the parent and simply assuming the needs of the family, Kelsey damaged 
the relationship that was present with the family and had to work to regain that trust with both 
the parent and the child going forward.  
 Kelsey’s final journal entry, dated December 31, 2017, offers some insight into her 
reflections on her own cultural competence development.  
As I sit here and reflect on different instances I am trying to find incidents of 
cultural mismatch and honestly there weren’t that many. I feel comfortable at my 
school; this is my second year in this community. I know students in all grade levels 
and know every single staff member on campus. I have built so many relationships 
from being a student teacher to now, I feel at home at D. L. Moudy. Don’t get me 
wrong, it’s hard. There are lots of days I feel way in over my head. I also feel like 
the kids would respect me a little bit more if I was black, or if I was older. But I 
don’t feel like I stick out or am out of place. 
 
She continues, 
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I have a lot of hesitancy with the parents, due more to my own insecurities. But as 
far as the kids go I know these kids, I love these kids, and I enjoy working with 
these kids. I personally like that I am able to teach my students that white people 
aren’t bad and they do care. I’m teaching my kids that a color is just that, a color. 
It doesn’t define who you are or what you can do. It is just an adjective used to 
describe you. I know there will be times people will judge me and think bad of me 
because I don’t look like them but in my school during the day, I feel at home and 
like one of the community. 
 
Kelsey additionally reflects on how she feels as a White person in her building: 
There are a lot of preconceived notions about me because I’m white and I enjoy 
shattering all those notions. I have experienced racism towards myself and gotta 
say, it is not nice. It makes me so mad I could spit! But that is the problem that we 
are facing everywhere! People judge others because they’re different and we think 
that is a bad thing when it isn't! I have seen politics affect even my kindergartners!! 
As for me, I am just trying to help make every student I teach a little bit wiser and 
better. If I teach them how to be good people, then I have been successful. 
 
 Overall, Kelsey reflects that her actions throughout the study have been based solely on 
her care and concern for her students. She repeatedly notes that she has very strong relationships 
with her students, that she is a very hands-on teacher giving high fives and hugs freely, and that 
she is genuinely excited to see each of her students every morning. The establishment of these 
relationships has allowed her to feel more successful in her classroom management skills, as she 
feels it is all but impossible to discipline students without a prior relationship built on care and 
trust. She concludes by stating,  
Kelsey: I have to get them ready for what’s coming. Once they leave my class, it’s even 
harder. So, I’m just getting them ready for what they have in store, because 
otherwise, I’m doing them a disservice.  
 
This final statement shows that Kelsey is highly protective of her students; she feels it is her 
responsibility to protect them from the realities of their future.  
Crafting Teacher Identity 
 Identity development has been a strong area of focus during the course of this study. 
Throughout her journals and all interviews, Kelsey identifies moments that have impacted both 
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her own personal identity development but also those that have helped shape who she is 
becoming as an educator. Kelsey is actively working to create two separate identities: her true 
self and her teacher self. This has proven to be a laborious process for Kelsey and has often 
created moments of conflict.  
Kelsey: I’m not that comfortable in my professional persona yet. 
 
Samantha: When you say your professional persona, what does that mean to you? 
 
Kelsey: Umm, I’m no longer Kelsey, I’m your teacher in charge. I am that person, like 
the things I do at school are different that the things I do in my off hours. Like, I 
don’t use bad words and everything is sunshine and rainbows. 
 
Additionally, Kelsey recounts the range of emotions experienced by a novice teacher and 
articulates how each of these emotions continues to mold the teacher she is becoming. 
Specifically, she focuses on her own emotional journey throughout the start of her school year 
and the role that mentorship has played in her development. 
Arc of Emotional Development 
 At the beginning of her journey, Kelsey exuded a level of confidence in her interactions 
that demonstrated she felt prepared to enter the classroom. Throughout the first interview and 
initial journal entries, she repeatedly discussed her excitement and could explicitly articulate 
details about her classroom set up, her management system, and her curricular planning. She 
spoke with utter joy about the ability to finally be in her own classroom, noting that the 
beginning of this school year was the moment she had been preparing and waiting for over the 
past several years. 
Kelsey: I think it will be a good year. I can’t believe I’m gonna be like, IN that [the 
kindergarten] hallway, but have MY classroom. I think it’s gonna be a little weird. 
Like not being the student teacher on campus. 
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She viewed the start of the school year as both the culmination of her preparation and the 
beginning of her career, an opportunity to put all of her training into practice.  
 Although she exuded confidence, her feelings of readiness were tempered with a bit of 
hesitation. Kelsey noted that she felt unprepared for many of the cultural elements of her 
teaching placement and that this became apparent in creating classroom materials and 
decorations. She specifically discusses how difficult it was to find stock photo images of small 
children and students that looked like the faces in her classroom, and that she would end up using 
cartoon or animal characters in place of photos of children. This created confusion and 
realization that representation was in fact a concern for her, and that she would attempt to create 
materials and classroom decorations that were representative of her students. 
 Kelsey’s hesitation also initially extended to her ability to facilitate all of these elements 
that she had planned.  
Kelsey: I feel like I still don’t know what I’m going to do with them all day. Like I, I 
know the routines I want to teach and I have my classroom management system 
ready to go, and I have all my stuff to put up on my walls, but then like doing 
centers and teaching them and stuff like that…I’m worried, but not too worried. 
 
She goes on to describe how she is thankful that she had the opportunity to be in the school 
during the opening days with students during her clinical teaching placement, as she now knows 
how the first week operates and understands the logistics of the building. 
Kelsey: I definitely feel like I’m more prepared because I’ve seen it…going back to the 
same school, I know exactly how things are going to go. I know what back to 
school night looks like. I know what the expectations are. I know where I’m 
supposed to take my kids to the restroom, I know how the cafeteria is set up. Like 
I know all of those little details. And being a kinder[garten] teacher, you have to 
plan all those things out and write them does and practice them. I feel like I’m a 
lot more prepared. 
 
However, much of her initial hesitation was quickly replaced with trauma and devastation in the 
aftermath of processing the effects of a catastrophic hurricane that occurred during the second 
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week of school. While Kelsey was not directly impacted by the storm, many of her students and 
families were. School being closed for two weeks gave Kelsey time to evaluate many of the 
procedural elements of how her classroom operated during the first week of school and provided 
her with time to make changes for when students returned. When the building reopened, Kelsey 
was able to greet her students with less hesitation and her confidence returned. 
 During the first six weeks of the school year, Kelsey’s journal entries show a wave of 
highs and lows. She recounts instances of high stress, generally in response to situations where 
she was feeling uninformed or blamed for something. She also describes how her relationships 
with students were developing positively, while her interactions with building staff were 
becoming increasingly problematic and strained. Throughout this period, she is beginning to 
experience conflict with instructional coaches and building leadership, causing Kelsey to 
question herself and her abilities. One example of this can be seen in Kelsey’s journal from 
October 21, 2017 where she describes an incident that occurred between the literacy coach and 
her over how to handle missing doorstops for both the classroom and the restroom doors. She 
writes, 
She [the literacy coach] accused me of coming at her and acting like it [the missing 
doorstops] was her fault. She started getting really rude and indignant, telling me 
that she didn’t come and take them off and that wasn’t her job to give me a solution. 
Mind you, I am greeting kids as they come in for breakfast, well one of my kids 
wanted my attention so I turned to her [the student] as the literacy coach was 
berating me. She then told me, “Kelsey, I’m talking to you!” In a very rude voice. 
So I just shut up and let her finish. I was so mad when she walked away, well one 
of my fellow teachers got upset with the way the literacy coach was talking to me 
and tried to defend me, but that made the literacy coach even madder. 
 
Kelsey continues to describe the situation, 
So, she goes and tells our team lead and the assistant principal what we did. I 
thought that was the end of that, but then both me and my fellow teacher got called 
into separate meetings. When I got to my meeting, the literacy coach, the principal 
and the assistant principal were all there. So, I had to sit and listen to how it wasn’t 
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literacy coach fault, and what had happened to the door stops. I was accused of 
being frustrated and aggravated by this and taking it out on the literacy coach. I 
then told them that I wasn’t accusing the literacy coach, but rather as a member of 
the admin team I was looking to her help on the problem and thought she and I had 
been collaborating, not arguing. I apologized saying I didn’t mean for it to seem 
like I was attacking her. 
 
She continues by describing the response from administration, 
I then got lectured on how I need to think before I speak because some people won’t 
be as nice as the literacy coach. Well this is where I got pissed off and stopped 
listening. She wasn’t nice, she was incredibly rude and unprofessional, berating me 
in front of my students. But instead of arguing I sat there, nodded my head and 
apologized. When they I asked if I had any questions, I said no and asked to go 
back to my class because my students were done with PE and I needed to go get 
them. I was told not to worry about that and lectured for a few more minutes. When 
I still didn’t add anything, they finally let me go. 
 
Kelsey concludes her journal entry by describing the emotional impact this situation on 
her and how it contributed to her feelings of mistrust with her building leadership. 
As soon as I got out of there and to my hallway, I started bawling. I was crying in 
the meeting, but it was more of just tears in my eyes and a shaky voice. Now I was 
actually crying. I was so mad at the fact that she [the literacy coach] went straight 
to the principal, instead of coming and talking to me as an adult, I felt like she 
tattled and I can’t believe the principal had time to address this “problem” but never 
apologized to me for my rude behavior of accusing me of losing a student when it 
was his administrator and secretary at fault. This just reaffirms my belief of not 
interacting with admin[istration]. The literacy coach was cool, I thought, but now I 
know she's as petty as the rest of them.  
 
Her closing statement shows her growing frustration with school leadership: 
 
They don’t actually care about our concerns and problems. Teachers are expected 
to be seen and not heard as far as admin is concerned. 
 
This interaction with building leadership reinforced Kelsey’s understanding that she needs 
to silence herself with those in positions of authority in order to be successful. Despite her 
negative interactions with building administration and leadership, Kelsey continues to cite 
the support of her team as a reason for her success and level of cautious optimism.  
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 The second interview marks almost a turning point for Kelsey in terms of her emotional 
state. She shows signs of exasperation and frustration during the interview process and infuses a 
great deal of sarcasm into her responses. At times, she seems as if she is choosing her words 
carefully, like she is attempting to censor her initial reactions and responses. This is especially 
true when discussing the district curriculum, a source of incredible frustration. 
Kelsey: It’s just very frustrating, ‘cause I have a set curriculum I have to follow, and I 
have a set order I have to follow, and it’s not the way I want to do it. 
She specifically discusses the mathematics curriculum and how she sees illogical holes in the 
organization, reflecting how it is impacting her students. 
Kelsey: They had us teaching the teens in math before we taught single digit numbers. 
Starting this Thursday, I’m finally getting to go back and teach the number five. 
But I’ve been teaching from eleven up since the restart [of the school year due to 
the hurricane]…I would’ve started with a lower number. Like, the first few days 
of instruction were really good, because it was exploring manipulatives, which is 
really good, ‘cause it got kids familiar with the hands on.  
She continues her discussion of mathematics lessons procedures, 
Kelsey: And the lessons, ideally, they’re not written to take the whole math block, which 
is good. I like that, because I don’t think math instruction should be a lot of 
teacher talk. I think it should be kids exploring the numbers. But the hard part 
was, is I’m trying to teach my kids how to write the number 17, and they don’t 
even know how to write the number 1. 
Kelsey discusses similar issues in the literacy curriculum and reflects that while she 
appreciates and understands the research-based elements and the learning theory undergirding 
the curriculum, she does not feel it meets the needs of her early-childhood learners. 
Kelsey: I love our phonics – our phonemic awareness activities. We do a lot of oral 
language with this reading routine program…I love it, love it, love it…I love the 
theories for the upper grades, but she [literacy coach] keeps telling us to have our 
kids develop stories and authors and they can write this. And go back and edit 
your work and add more details. And I need to teach my kids how to make letters 
still…And so I feel like I’m having to sneak in sight word instruction…I feel like 
some of the basics I’m having to kind of sneak in there. 
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She is recognizing gaps in her students’ background knowledge and feels as if she does not have 
the flexibility or power to alter the curriculum to meet their needs. Kelsey perceives her students’ 
struggle as a result of her own failure to meet their needs, which then contributes to her own 
feelings of inadequacy and powerlessness. While these feelings are weighing negatively on her 
self-efficacy, she is using them as motivation to find ways to supplement the provided 
curriculum with additional instruction on basic skills. 
 At this point in time, Kelsey has also become increasingly focused on the idea of control. 
She frequently discusses her need to feel in control in her classroom and her planning, with 
feeling as if she is losing control of her classroom management, and as if she has no control over 
how she is perceived in the building by other staff members and administration. She notes that 
she is using her interpretation of others’ perceptions of her as a catalyst for change: rethinking 
and adapting her classroom management to include more non-verbal signals and cues, such as a 
doorbell, to get students’ attention instead of raising her voice because it can be perceived as 
inappropriate or ineffective. 
Kelsey: I feel like I still have a lot of things to work on. I feel like I use my voice too 
much, because I realize even during instruction, I’m loud when I don’t have to 
be…the students feed off of my [noise] level…I’m trying to work on toning my 
voice down…Because it doesn’t matter if you’re not yelling. It seems that way, 
and it seems like then you don’t have control. I know from an outside perspective 
it doesn’t look good if you’re always using your voice as your management 
system. 
 
Kelsey’s feelings of powerlessness are exacerbated by interactions with building 
leadership that have left her feeling delegitimized and questioning her worth. She admits that 
some of these feelings may be carrying over from some conflicts experienced during her clinical 
teaching, during which time she feels she drew a great deal of attention to herself by being very 
outspoken. Now, she is attempting to remain out of the limelight and under the radar of 
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administration and building leadership. This has created an interesting internal conflict, as 
Kelsey craves validation from these sources but also wants to remain anonymous to a certain 
degree. She wavers back and forth offering statements that she is seeking affirmation and 
reinforcement that she is doing a good job, but then notes that she actively avoids contact with 
staff outside of her team and works to almost isolate herself as a way of preventing conflict. This 
can be seen through the following interview passages. 
Kelsey: I share my opinion way too much…and I’m usually right. I don’t have anything 
behind my name to prove I’m right, cause I’m on the bottom of the totem pole. 
And I’ve accepted that, so to stay out of trouble, I don’t talk to administration 
…I’ve learned that it’s best to just keep it within the team first, and then only then 
go to administration. 
 
She adds: 
 
Kelsey: I’ve been trying to keep the policy of keeping my head down and staying in my 
lane. So I don’t really like to talk to too many people outside of my team, ‘cause it 
usually gets me in trouble. I have a mouth, and it just says inappropriate things 
and gets me in trouble. 
 
Finally, she reflects: 
 
Kelsey: I feel like kindergarten is the like the redheaded stepchild of the elementary, 
because nobody really cares about us. But then, you know, if we make a mistake 
it’s very loud and obvious, because our kids are, like, little. They’re very loud. 
They’re very slow. Like, dismissal, moving them is always a challenge. And I feel 
like we don’t get enough credit either, because, I mean, I had one of my students 
tell me, “My mom says you just babysit us.” I’m a very passionate kindergarten 
teacher, like, I put a lot of pride in being a kindergarten teacher, so it was like a 
tough moment. 
 
Moments such as those above are becoming commonplace at this point in the study and Kelsey is 
increasingly questioning herself and her emotions. This pendulum swing continues to build 
uncertainty and irritation for Kelsey as she approaches the end of her first semester in the 
classroom. 
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 At our final interview, two weeks from the end of her first full-time semester in the 
classroom, Kelsey reflects that she feels her stamina is weak. She describes feelings of extreme 
exhaustion and how she struggles to get her students back in an academic mindset after they 
return from their specials classes such as art, P.E., and music. She sees this as problematic 
because she feels she is losing a great deal of instructional time in the afternoons especially in 
the untested content areas of socials studies and science. This is impacting her self-efficacy, 
contributing to her feelings of curricular ineffectiveness because these are content areas she 
values and wants to share with her students. 
Kelsey: I’ve just started getting in what I want [content] and then squeezing in what the 
district wants. So I’m making progress, but I feel like if I’d done that from the 
beginning my kids would be a lot further than where they are now. And so, it’s a 
little bit of kicking myself. Wanting to start back over, and sticking to what I 
think is important. 
 
Additionally, she describes the end-of-day routine that she has established within her classroom 
for the sole purpose of ending each day on a positive note. 
Kelsey: Every day at three o’clock, I end. I stop whatever we’re doing. We have our 
backpacks on, because 3:15 is when we dismiss and I read them a read aloud just 
for fun from my personal library. It really, they’re calm, I calm down, and then 
we leave on a really happy note…I don’t ask questions and I don’t do think-
alouds. It’s literally just reading for the pure enjoyment of reading. And I’ve been 
pretty good. I’ve done it almost every day for a month and I’ve really enjoyed it. 
Like that’s probably one of my biggest things that I’ve done for just me and my 
kids and I’ve enjoyed it. 
 
This simple act shows that Kelsey is taking more liberties with her instructional time in the 
classroom and is intentionally including elements that infuse joy into the day for both herself and 
her students.  
 Admittedly, Kelsey is experiencing physical and emotional fatigue at this point. She 
repeatedly articulates the small elements that she is practicing in order to attempt to keep herself 
in a positive space, of which one is the daily reading routine described above. 
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Kelsey: I have several disappointments, like where I’m disappointed in myself. Because 
it’s so hard to see growth in five-year olds so sometimes I feel like a letdown 
when I’m not seeing what I want to see. But then at other times I see them turning 
into little thinkers…and that makes me feel really good…so it’s like mixed 
feelings. Like sometimes I’m really down on myself and there’s some times when 
I look around and I see them working and learning and I’m like “for a first year 
teacher I’m not doing so bad!” at least that’s what I keep trying to tell myself. 
 
She continues with how she is continuously trying to remind herself that she is being successful 
and making a difference for her students. 
Kelsey: My new mantra is “as long as they know their letters and can count, you’ve been 
successful”. That’s what I keep trying to remind myself. That everything else is 
just exposure and as long as they know their letters and can count, I will be 
successful. So that is what I’ve kind of been drilling myself with so that I don’t 
get discouraged with everything else. 
 
Kelsey describes how the seemingly continuous change of building and district policies and 
curriculum has contributed to her self-doubt as well as to her exhaustion. This is especially true 
of the perceived worthless professional development in which she is expected to participate. 
Kelsey does not feel that her role as an early childhood educator is valued, nor that the required 
professional development meets the needs of her young students. 
Kelsey: I’m a very passionate early childhood educator, like I have no desire to go to the 
upper grades. But I feel like everything is designed for 3rd through 5th in 
elementary schools now. Early childhood is no longer understood or considered 
important by a lot of people, especially in struggling districts because there’s no 
test scores so it doesn’t matter what we’re doing.  
 
She is growing increasingly frustrated with the amount of change, noting that she does not feel as 
if anything stays consistent for a long enough period of time for her to feel established in any of 
it procedurally. She remains on unsteady ground, experiencing a great deal of uncertainty with 
herself, her role within the building, and with her abilities as an educator. 
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The Role of Mentorship 
 Perhaps the strongest area of support that Kelsey has discussed throughout all interviews 
and journal entries is that of quality mentors. She repeatedly cites her mentors, both in clinical 
teaching as well as during this first semester of teaching, as her saving grace and reason for any 
of her experienced success. These mentorship experiences have contributed to Kelsey’s personal 
development, her curricular confidence, and her cultural competence. It is the support and 
mentorship of her grade-level team that has allowed Kelsey to maintain a sense of success in 
spite of changing district policies and added pressure to meet academic performance goals. 
Kelsey: There’s a lot of heat from up top, which has then made the people in charge of 
my building stressed, which is therefore negatively impacting the environment. So 
I think it is a chain reaction, and I think it starts all the way at the top. 
 
She goes on to describe how this impacts her lesson planning. 
Kelsey: We have no support. We come up with everything on our own. And when we’ve 
asked the coaches for help, they tell me to go to my mentor. They don’t come and 
model lessons for us…the math coach has even said that kindergarten scares her, 
so she just doesn’t help us. 
 
 During our first interview, Kelsey expressly described her excitement and gratitude for 
her clinical teaching mentors, one of whom is currently on her grade-level team. The possibility 
for ongoing guidance and support reassured Kelsey and helped to ease any initial feelings of 
hesitation and uncertainty about beginning her own teaching career. Kelsey specifically cited the 
ability to access her mentor, noting that she planned on partnering with her at the beginning of 
the school year in order to share ideas and collaborate on planning for classroom management 
systems and academic centers. She revealed that she is sometimes intimidated by the level of 
independence and authority she has in her classroom, so having a knowledgeable mentor 
accessible and available is reassuring. Additionally, she reflected that it was the support from her 
mentors that allowed Kelsey to begin building some confidence in herself; noting that during 
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clinical teaching she would often ask for permission rather than trying something and that this 
practice was strongly discouraged by her mentors. 
Kelsey: Something happens and I’m like “Oh! We should let an adult know!” or like I 
need to check or run my decision by someone, like I now get to make the 
decisions and stick to my decisions. That was a struggle for me during student 
teaching too. Both of my mentors were like “Don’t ask. Tell me what you want to 
do and then we’ll talk about it. Don’t ask me what to do.” 
 
These relationships with her mentors are a major contributing factor to her personal and 
professional development throughout the entire study. 
 When asked about professional development opportunities throughout the study, Kelsey 
is quick to refer to the collaborative planning and learning that occurs within her team and with 
her mentors. In fact, she only discusses building-wide training sessions when specifically 
prompted and feels that they are not designed to meet the needs of kindergarten teachers or 
students. Instead, she describes the positive collaboration and development that occurs within her 
grade-level team on a daily basis, further describing the relationship building process and support 
systems that are being established within the team. Specifically, she speaks very highly of her 
former mentor teacher and current team mate, referring to her as a master teacher and describing 
how fortunate she feels to have been assigned to the same grade-level team.  
 Finally, she attributes her successes of the school year thus far entirely to her mentors and 
her team, especially in light of the fact that she recalls that there was no formal new teacher 
induction for this current academic year. She has fully relied upon the support from more 
knowledgeable and experienced teachers on her team in matters of grading, report cards, and 
building procedures.  Kelsey describes how during her clinical teaching year, she was able to 
attend new teacher meetings and trainings; however, she was not fully engaged in those meetings 
as her perspective was one of a clinical teacher not the full-time teacher. 
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Kelsey: [During clinical teaching] we were just part of the new teacher group. There were 
so many new teachers that we just fit right in. And I think that’s what makes this 
year so different, is they’re not as caring and help, supportive I guess, of the 
struggles of new teachers. And just because I was there last year, I wasn’t a 
teacher in charge and there’s a big difference. 
 
Samantha: You didn’t know what you didn’t know? 
 
Kelsey: Yes! That’s…that’s so true! That’s perfect! I didn’t know what I didn’t know. 
And now I know what I don’t know…Thank goodness I have my old mentor, 
because if she wasn’t on my team I don’t know what I would do…We have no 
supports. We come up with everything on our own, and when we’ve asked the 
coaches for help, they tell me to go to my mentor. 
 
This has contributed to her distrust of building and district-level administration, which has made 
her feel as if she and the other first-year teachers are forgotten and that her administration is not 
responsive to the differing needs of new teachers. 
 While Kelsey has openly admitted to becoming reliant on her team and her mentors for 
support, these are relationships that are allowing her to maintain a level of balance in her 
classroom. She reflects that she is fiercely loyal to her team and has established great trust 
among them; however, she does still show signs of craving positive attention, reinforcement, and 
validation from those outside of her safe space. She provides an example of how she received 
support from the literacy coach, and how receiving positive praise was highly rewarding and 
reassuring. 
Kelsey: The literacy coach, she admits what she doesn’t know but she’ll at least give me 
something. Like she’ll give me a website to go through or a book to read, or you 
know, she’ll point me somewhere at the very least. And she comes in and tells me 
how great I’m doing so I love her! She’s like one of the only people [outside the 
team] that gives me kudos, and I just, I need that. 
 
 Kelsey views herself as an urban educator, in spite of still creating her teacher identity. 
She describes that she feels that she can relate to her current population of students better than 
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she could relate to more affluent students. Although she is still learning about herself and 
constructing her teacher identity, she is confident she fits in her current context. She concludes, 
Kelsey: I relate more to these kids than if I were going to maybe to teach in a more 
affluent area. I’m scared to leave this area because I know this area, I know these 
kids, I can relate to these kids. And being as loud as I am, and the way I am, I 
don’t think that would work in other places. I think this is the kind of culture I 
was mean to teach more so than other areas…I know some other people that this 
isn’t where they’re supposed to be, because it doesn’t work for them, it’s not their 
kind of teaching style. But I think if I was to go somewhere else, I don’t think I’d 
be good at that. 
 
These final reflections suggest that Kelsey is becoming more confident in her own understanding 
of the context of urban schools and views herself as a component of this landscape. Although she 
still has uncertainties that she is navigating, she feels as if she belongs in this space. 
Additionally, she is beginning to recognize more of her authentic self in her teacher identity 
rather than attempting to silence herself. 
Looking Forward 
 During the course of this study, Kelsey has undergone a tremendous amount of change 
professionally and personally. She voices her concerns and hesitations about moving forward as 
a new teacher but is also displays signs of resilience and is consciously choosing positivity in her 
interactions with students and families. She feels this semester of teaching has reaffirmed her 
decision to teach in an urban school and now, more than ever, feels that this is the culture and 
population of students that she was meant to teach. Kelsey openly expresses her frustration with 
the lack of available resources, especially for early childhood education and that this is the only 
element that makes her consider leaving an urban school setting. Yet, she quickly follows up this 
statement. 
Kelsey: It’s very frustrating…I know that this isn’t the only place that has problems like 
this. And as much as it irritates me and I want to leave, I’m a better to know type 
of person. Better to know what your problems are and to expect it. 
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These sentiments are paired with Kelsey’s overall reflections on her transition into full-time 
teaching as well as her impressions of her first semester. She looks introspectively to evaluate 
changes she has seen in herself but also the changes she wants to make going forward; 
additionally, she discusses where she sees herself in five years.  
Overall Changes 
 Kelsey describes a slow build in her confidence that has occurred over the duration of 
this semester. Seen in the opening quote of the chapter, she articulates that she now feels more 
confident in herself, but also in her abilities to advocate for what she feels is appropriate and 
right for her students.  
Kelsey: Every time we get something down, the policy changes up above us. And 
therefore, they’re [administration] so busy scrambling for their jobs and trying to 
do their jobs they’ve just forgotten about the teachers. And they’ve definitely 
forgotten about the first-year teachers. So, if you don’t have a strong support 
system…you have to find your own support system. 
 
She is continuing to learn to navigate the expectations of district and building administration and 
find balance between her assigned duties and roles and her advocacy for her students. Finding 
this balance has created numerous instances of uncertainty and blunders along her path of 
development but have undoubtedly shaped the educator she is becoming.  
 Looking to the future, both generically and specifically the coming semester, Kelsey 
discusses both curricular and personal changes that she wants to occur. On a curricular level, she 
wants to intentionally focus on her classroom transitions. This is an area where she feels she is 
losing a great deal of instructional time and is one that she feels improvement would reap 
rewards. Additionally, she has a desire to continue improving upon her early childhood 
pedagogical knowledge. She expressed a desire to attend a conference on early childhood 
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education; however, she also noted the financial burden of attending such a conference and how 
this has been a limiting factor in her decision to attend. 
Kelsey: I feel like I could be a little bit better with the curriculum in the sense of learning 
developmentally appropriate curriculum. Because I’m not really getting that from 
the curriculum that’s provided to me. So, I kind of want to learn what it need to 
actually teach 5- and 6- year-olds, like developmentally…I know some, obviously 
from school…my focus was from EC [early childhood] through grade 6. But I 
want to spend more time studying the EC. 
 
This desire to seek out additional training and education on early childhood pedagogy stems 
from her feeling as if she is not adequately receiving these resources from her building or district 
level professional development. 
Kelsey: The only thing that makes me want to leave [the school] is maybe the lack of 
resources in the sense of early childhood ed[ucation] resources. Because there’s 
really, there’s not a lot of support for K-1 or even pre-K-1 even. Not a lot of 
support and not a lot of respect either.  
 
She wants to provide a better educational experience for her young students and recognizes that 
she will have to seek out outside assistance in this endeavor. 
On a personal note, Kelsey describes the need to learn a better work-life balance. She 
describes how she routinely stays in her classroom late into the evenings, not leaving until well 
past eight o’clock on most week nights. She openly admits that this is not a sustainable habit and 
that her self-care routines have largely disappeared. In fact, Kelsey jokes that her current method 
of self-care is adopting dogs which only creates more financial strain and stress when at home. 
Kelsey:  I guess I need to learn how to balance all these things. I was at work until 8 
o’clock last night just trying to get my life together because I haven’t been staying 
as late so much anymore…I’ve been going home because I’ve been so tired. I 
really haven’t been staying past 5 anymore, and it’s just like the papers catch up 
to you…It’s just SO much. I need to learn to how to find a balance between all the 
requirements of me. 
 
Furthermore, she describes struggling with being caught in a balance of finding herself as a 
teacher but also keeping herself quiet; both wanting to remain outside the attention of 
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administration but craving their praise and recognition for a job well done. She expresses guilt 
and shame about wanting this kind of attention from administration, attempting to deflect its 
importance. 
Kelsey: It’s so bad. I feel like such a whiny baby because I need somebody to tell me I’m 
doing a good job. I really wish someone would just tell me I’m doing a good job. 
Because I think I’m doing a good job for a first-year teacher. 
 
Five Years from Now… 
 Kelsey maintains an optimistic view of her future and notes that she definitely still sees 
herself in an urban school context five years from now. She notes that although there are issues 
and areas that are problematic, she realizes that these exist in every school. She is unsure if she 
will still be in her current school placement, but adamantly describes her love for being in the 
classroom. It is her love for her classroom and her students that will keep her in the classroom 
for the future; however, she does articulate that she understands why so many new teachers leave 
the field, especially those in urban schools. 
Kelsey: I get why teachers quit. If it’s like this at every school, like, they just expect me 
to know things. And like, luckily, I know things because I was there last year. But 
I was never actually told a lot of things that I know. Like the grading process, like 
how to do my report cards. My report cards are on paper. Nobody taught me how 
to do those. Nobody explained to me how to do those, but luckily I was there and 
helped fill them out last year. 
 
She goes on to describe that, in spite of the problems she sees within the school and the 
district, she is maintaining her optimism but hesitantly. She has a passion for the urban school 
setting and while she may entertain the notion of leaving her school for something else, she 
realizes that all schools have their own problems. 
Kelsey: I love my team members, I love them. And I love the kids in my school. And 
honestly, most parent interactions have been really good. Like, my parents care. 
Just enough to where they’re like supporting but not to where they’re questioning 
your education. So it’s like the perfect balance…but as far as the policies and the 
expectations put on teachers? I don’t know, it’s not good…I guess I knew there 
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was a lot of paperwork and that teachers were blamed for this that weren’t in their 
control. I KNEW that. But it’s worse than what I thought it would be I guess. 
 
She concludes by saying,  
Kelsey: It makes me want to look for somewhere that’s got it better, but knowing that it 
could be worse…it all looks good from the outside until you get there. 
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CHAPTER V 
ALLIE’S NARRATIVE 
  
I think I’ve learned a lot about, um, accepting that I’ve done all I can do. Being able 
to look myself in the mirror and say, “You know what? You did everything you 
could do.” Because I’m a perfectionist. I’m very hard on myself, especially hard on 
myself…especially with kids. Because they deserve to be given every tool that they 
need to be in this world…I guess I’ve been frustrated with myself as well, because 
I’ve wanted to be better for them. 
-Allie, December 2017 
 
 Allie’s narrative presents a much different story than Kelsey’s. Her reflections highlight a 
somewhat archetypical story experienced by many novice teachers in urban schools, one of 
systemic failure at many steps along her journey. Allie tells a story of a consistent downward 
path into extreme emotional distress and highlights the emotional and psychological toll that 
teaching can have on new teachers in the field. She describes her non-traditional path to choosing 
teaching as her career and discusses the importance of quality teacher education and preparation, 
explicitly describing the impact that poor teacher preparation can have on novice teachers as they 
enter their own classrooms. She delves into her own cultural competence development and 
openly describes the lack of support she has received along that part of her journey. Allie’s story 
focuses extensively on her own identity development and how her range of negative experiences 
have shaped her both personally and professionally; concluding with a look toward her 
questionable future in education. 
Path to Teaching 
 Allie begins by describing that it was never her intention to teach; instead, her dream was 
to become a veterinarian. All her high school courses and service experiences had been directed 
toward the goal of entering veterinary medicine. To prepare for this, she enrolled in multiple 
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advanced placement science courses and began extensively researching her options for pre-
veterinary medicine programs. A week prior to her moving to attend university, she began 
experiencing medical issues which resulted in her doctors discovering a sizeable brain tumor that 
would require immediate surgery for removal. To fully recover, Allie made the difficult choice to 
postpone attending university until the following academic year; taking a full year off to focus on 
her health. During this time, she remained committed to attending vet school against the wishes 
of her neurologist. This had been Allie’s dream to which all her energy had been devoted since 
early childhood, and she was not about to let a medical diagnosis divert her from this path. 
 Although Allie was still managing the physical and emotional impacts of having 
epilepsy, she began her first year at university, determined that she would remain enrolled in a 
pre-veterinary medicine program. She describes the internal struggle that accompanied this 
decision, and that she began to realize the physical toll that medical school would take on her 
health when participating in 24-hour clinical rotations at her campus vet school clinic. The 
reality of managing a neurological disorder while trying to function on limited sleep soon 
became apparent, creating a decision-making crossroads and a moment of reconciliation for 
Allie.  
Allie: I still wanted to be a vet at that point and my neurologist was like “not a good idea. 
So not a good idea. Sleep. You need that. Like you need a set schedule.” Because 
I still have epilepsy…I was like determined. I was like, NO. I am gonna be a vet. 
This isn’t gonna change anything about me besides that one year of my life…I 
was really determined to do that…but I had to pull over 24-hour shifts, and I was 
like, this just isn’t smart. Time to grow up, Allie, be smart, don’t kill yourself just 
because of your pride. 
 
This moment of honesty with herself caused Allie to realize that she would no longer be pursuing 
her dream and left her searching for which path to take next.  
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 Thinking she should make a responsible career choice, Allie changed her major to 
business. She felt this move would provide her with a basis for any number of career choices and 
would provide her with a variety of business and marketing skills. It was through this business 
program that Allie was afforded the opportunity to attend a study abroad trip to India where she 
experienced a perspective shift that she refers to as her “Eat, Pray, Love story” that allowed her 
to explore the possibility of becoming an educator.  
Allie:  I was a marketing major for a year and then, um, what kind of changed was I went 
to India. You could call this my Eat, Pray, Love story…I went to an elementary 
school over there and I just, I saw, I don’t know, I just loved how creative they 
were with their teaching…The reason we went there was to figure out how they 
stretched a dollar, kind of, for that school. Because they had to feed the kids, they 
had to do all kinds of stuff.  
 
She continues, describing how her attention was drawn to the curricular and pedagogical 
elements of the classrooms they were visiting. 
Allie:  So, we were supposed to see it more for more of a business standpoint but I was 
really looking at it from more of a teacher standpoint. I was like “Look! They get 
trees! They get to learn how things grow!” And I was really thinking about it and 
really enjoying it and one day I was just like, you know what? I’m going to be a 
teacher. 
 
This trip signaled a moment of realization for Allie, that she could become a teacher. Although 
the intention of the trip was to analyze business practices, Allie quickly realized that she felt 
more drawn to the pedagogical elements she was witnessing. This realization reaffirmed that she 
could not summon the excitement or passion for business that matched what she had experienced 
in the Indian classrooms she had visited. Allie concludes that once she fully committed herself to 
the decision to switch her major to education, everything she did from that point forward simply 
reaffirmed her choice. 
Allie:  Like I said, I stumbled here. And it really wasn’t until I did the residency program 
that I really was like, I chose the right thing because, you know, I just can’t 
stop...I’ve really kind of discovered my love for it [teaching] through being in it. 
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Impact of Teacher Preparation 
 Preparing to become an educator is a task that Allie took very seriously because she felt 
at a deficit from the moment she chose education as her major. She describes how she took every 
opportunity she could to maximize her time in classrooms during her scheduled field 
observations because she experienced fear and doubt, feeling it was because she discovered the 
field of education much later than her peers. Allie focuses on the relationships with peers and 
instructors established during her coursework and clinical teaching experiences, consistently 
describing a level of urgency with which she approaches her preparation. 
Allie: I was so afraid that I did NOT know enough about kids to be stuck into a classroom 
with them because I’m very much a planner. And so, I’d planned my whole life, 
so every, all these experiences I’d put myself through were for being a vet, not for 
being a teacher.  
 
Allie’s perceived shortcomings propelled her into her field experiences more purposefully and 
she approached them with a mindset of absorbing as much as possible. 
Teacher Education Coursework 
 When asked to discuss her teacher education coursework, Allie focused almost 
exclusively on her methods courses. She briefly mentioned the introductory cultural foundations 
class that has an accompanying field experience. Allie stressed the importance of the classroom 
observation hours but did not describe or reflect upon the content of the course. In fact, she noted 
that while she was only scheduled for and required to attend four hours of observation per week, 
she intentionally tried to stay for the entire school day and observe and absorb as much as she 
could to gain additional experience.  
Allie: I went into a second-grade classroom and I tried to stay all day…just kind of stayed 
as long as I could…and I was like you know this is pretty fun…it’s ok, it’ll be 
good. 
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This initial classroom experience allowed Allie to gain some confidence and reassurance that she 
had chosen her path correctly. 
 Although there is minimal discussion of the foundational courses, both of which are 
heavily focused on culture and equity, Allie focused a great deal on her methods classes. The 
first semester of methods courses is designed to provide students with an extended field 
experience, with the expectation that they are in their placements for a full teaching day one day 
per week. Additionally, students during this semester are expected to begin crafting their written 
teaching philosophy as well as their statement of classroom management. Allie repeatedly notes 
that she enjoyed this semester and the courses because of the approach of her methods instructor.  
Allie: I loved my junior methods teacher because she was so passionate and she just 
LOVED school. I mean, we were her last class and she cried…I really liked her 
approach, I mean, she was very much, she was all about the whole student, which 
is what I loved, and I still believe that till today. 
 
Beyond her positive relationship with this particular instructor, Allie also describes how the 
instructor’s teaching style and philosophy impacted her own development. 
Allie: I really enjoyed her preparation because I feel like she really addressed the 
emotional side of the child. Um, which I find fascinating and extremely important 
because going through this program I found like things in me that I’m like no one 
developed that side of me. I wish somebody had! And so, you know, I’ve kind of 
taken that and put that into my little repertoire. 
 
 Allie maintains this element of her philosophy, educating the whole child, through her 
senior methods semester. Because of her participation in the urban teacher residency program, 
her senior methods classes were done concurrently with the first semester of her year-long 
clinical teaching placement. This allowed Allie to be in a classroom for four days per week 
rather than the required two days per week of traditional senior methods students. Allie reflects 
that the university coursework portion of her senior methods semester felt redundant because she 
was already in the field full time. She notes that she felt as if she was learning elements of 
  102 
classroom management in the field and was still developing her teaching philosophy; however, 
she used the university coursework as a way to continue building her content area knowledge, 
specifically in mathematics. Allie describes mathematics as a problem area for her as a result of 
her brain tumor, noting that she has experienced struggles with numbers, place value, and multi-
step multiplication since her surgery and therefore has some trouble with the upper grades 
mathematics curriculum.  
Allie: The only class I loved was math class because I personally struggle a lot with math 
and especially after the brain tumor, I had a lot of trouble with numbers…We had 
a teacher who really focused on that from a KID side. Which I loved because I 
think it’s so much harder to think like a kid than you think it is.  
 
This semester allowed Allie to begin thinking about the pedagogical elements to teaching 
content. She goes on to describe how her math methods course caused her to consider how she 
was giving general directions, remembering that she needed to use language that was grade-level 
appropriate for her students and that multi-step directions needed to be given in smaller chunks. 
Allie: I’ve been writing directions for my stations and I’m like, wait! How can I make 
this sound less, I guess educated, you know what I mean, like the big words, and 
so, I’ve really noticed that that’s something that is hard to do.  
 
Overall, the coursework element of Allie’s teacher preparation sequence did not seem to 
play a large role in her development. She does not reference the content of the courses, nor does 
she dwell on descriptions of coursework or projects included. Instead, she describes the 
importance of the relationships formed with her methods instructors and the impact their 
teaching perspectives and styles had on her own development as a future teacher.  
Reflections on Clinical Teaching 
Allie: In the beginning, I felt VERY out of control. Very like, um, I guess baptized by 
fire kind of thing. I really did…I mean it was a mixture of a lot of things, but it 
was also my lack of knowledge and stuff, um, but I felt very…very much like I 
learned a lot. I learned everything, something new every single day. I was 
exhausted the entire time because I was learning so much. 
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Allie’s experiences during clinical teaching echo those of Kelsey, with the prevailing 
emotion being exhaustion throughout. However, Allie’s primary focus in her clinical teaching 
reflections is the role that mentorship took throughout her development and how her mentors 
impacted her own teaching and learning during her clinical teaching year. 
 The first mentor to which Allie was assigned to during her fall semester of clinical 
teaching, Ms. Daniels, presented a number of tensions for Allie to mitigate. Allie openly admits 
that she was very different from Ms. Daniels, especially where organization was concerned. Allie 
describes Ms. Daniels as disorganized and notes that their personalities did not mesh well. This 
caused Allie to seek out additional support and mentorship during this time, characterizing Ms. 
Daniels as a model for what Allie did not want to do in her own future classroom. 
Allie: [During the first semester] I learned as much as I could. My mentor and I didn’t 
really click. And so, um, I learned a lot from the people around me and also from 
a teacher who was going through, who was going through it was her first year. I, I 
kind of learned a little bit from her about how she was taking things, good and 
bad, but um, I yeah. I just kind of uh, focused on the good in what my mentor 
could give me. 
 
Allie goes on to note that because she sought out additional forms of mentorship, she visited 
several other teachers’ classrooms, seeing the variety of management and teaching styles present 
even within a grade-level team. She reflects that she only felt this kind of experience was 
possible with a year-long prolonged clinical teaching, and that she feels regretful for students in 
the traditional clinical teaching path who only completed a semester-long experience.  
 In her second semester of clinical teaching, Allie reflects on a much more positive mentor 
teacher pairing. She describes feeling more like a teacher and feels as if she is being seen more 
as a peer and a colleague to other teachers. 
Allie: [During the second semester] I felt like it, they made me feel like a teacher. And 
so, I was essentially considered a teacher…My mentor was much more on the 
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bandwagon with the whole me being equal and so it was much more of what 
they’re wanting for the [residency] program. 
 
Although Allie is beginning to experience feelings of validation, she is still very hesitant in her 
interactions with students and other staff. She notes that she still feels as if she needs to choose 
her language intentionally and can’t speak in the same manner as other teachers. She is highly 
focused on how she is perceived by other teachers and by students.  
 Looking holistically at her year of clinical teaching, Allie reflects that she feels fortunate 
for the opportunity to see how a school functions from the first day to the last with students. 
Allie: I feel very bad for the other girls who didn’t do this residency program because I 
know that I’m worried, but I don’t know how they even feel because I have, I 
have a basic knowledge of at least stations I’d need in my classroom. Of how to 
make them, of you know, why people use them, like what, the multiple ways they 
can be used because I was there for helping to prepare some of them. 
 
She continues to describe that even though she felt mismatched with her initial mentor, she was 
able to use this pairing to gain valuable experience for her own classroom. 
Allie: My first mentor, I mean she stressed me out because she wasn’t very organized, 
and so I literally organized EVERYTHING and so I knew every manipulative she 
needed for first grade…By throwing myself into this, it really prepared me a lot 
more…especially just being there and just seeking you know, multiple different 
interactions as well as reactions to certain things kids do. 
 
Instead of becoming immediately discouraged, Allie approached every moment as a learning 
opportunity, even if she was learning what did not work well for her own teaching style.  
This attitude of perseverance remains when Allie discusses her feelings of readiness to 
assume her own classroom. There is a mixture of excitement and panic, feeling solid on her 
curricular knowledge and planning but on unsteady ground with her management. 
Allie: I think that I feel confident in the content. In the knowledge of the content 
knowledge for sure. What I don’t feel confident in is my classroom management. 
It’s much better than it would’ve been before, I mean, it just would’ve downhill 
spiraled, like, in flames…My brain tells me to put up this wall. I have this very 
sweet, you know, cute little Allie, but underneath, you know, you’re a hard ass. 
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But you put up this wall and I feel like I would’ve come in there with this wall 
and they [students] would’ve been like “Oh! She’s so easy, this is gonna be 
great!” Whereas now, I know to show the wall. You know, I know to be a little 
more stern, I guess. And so, um, I definitely feel more prepared, but I’m definitely 
still figuring out how too... 
 
Allie closes her discussion on her teacher education by stating the importance of mentorship 
throughout her preparation and how she was able to use her self-created support systems to draw 
from and question what she was learning, finishing with a feeling of readiness to tackle her own 
classroom. 
Allie: I think that if you don’t do a year-long residency program, you’re not ready. I 
mean, you’re, if you don’t you’re gonna be, your first year is going to BE your 
year-long residency program except you’re not going to have anybody to fall back 
on. 
Samantha: Any other kind of concluding thoughts? 
Allie: I hope I survive! 
Development of Cultural Competence 
“I knew that it was going to be very different from my experience and that…I would have to 
approach every situation differently, but I just didn’t know just how differently I guess.” 
 
 Allie began her teaching career already feeling at a deficit in terms of cultural 
competence due to her limited experience in schools, let alone schools located within diverse 
communities. She recognizes differences between herself and her students and sees these as 
boundaries that she must learn to work around or overcome. Allie describes situations involving 
students, parents, and staff members that have aided in developing her cultural knowledge and 
understanding. Continuing with the mindset with which she approached her teacher education 
and preparation, Allie maintains that she is able to learn from all of her interactions. She learned 
to reflect heavily on her own interactions to analyze what she can gain or learn from the 
experience. 
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Community Engagement 
 Throughout interviews and journal entries, Allie repeatedly described community 
engagement as an area of need and growth. At both her second and third interviews, Allie 
articulated that she has not yet been able to fully engage with the community in which her school 
is located.  
Allie: I honestly haven’t really had the chance to get to know the community I’m 
working with. We had a, like, a day where we could do, like a – where we could 
go out into the community and stuff like that, but I was going out of town for that 
weekend. I wish I would have been able to go, but I’ve been working a lot with all 
the teachers and people who have lived there for a long time or have worked there 
for a long time to kind of make sure that, you know, I know I guess how our 
culture is at our school and in our community.  
 
She goes on to describe how because she views her community engagement as a deficit and how 
she is actively participating in discussions with more experienced teachers on staff, especially 
those that have taught siblings and family members of her current students.  
Allie is using the insight and knowledge of her fellow staff members to learn more about 
her students’ home lives and build student relationships. This has resulted in her students 
extending invitations to their activities outside of the school day; however, she has been unable 
to attend these events as well. 
Allie: One of my students, uh, invited me to his basketball game but I wasn’t able to go. 
And so, he also asked me to pray for another one of his games, which was really 
sweet. But um, I haven’t had the chance to really see them outside of school or 
anything like that. 
 
Allie has been intentional about surrounding herself with teachers whom she perceives to have 
extensive knowledge of the community and school climate. However, she does recognize that the 
perspectives they provide about the community can be skewed and therefore attempts to ignore 
and redirect any gossiping about families that she encounters. 
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Parent Interactions 
 Parent interactions have been one of the most contentious areas that Allie reflected on 
throughout the course of this research study. This is largely due to an incident that has impacted 
the future of all other of Allie’s interactions with, and feelings towards, parents indefinitely. 
Prior to the incident, Allie was hesitant about contacting parents. However, she attempted to take 
a proactive approach to build a positive relationship by reaching out with positive calls home. In 
her journal entry from September 26, 2017, she writes: 
Today, I was talking to a co-worker, and he couldn’t understand my fear of parents. 
I had trouble putting into words why exactly I was intimidated by parents. My co-
worker is an African American male and he was completely flummoxed as to how 
my interactions with parents could be strained.  
 
I feel that part of this came from his inexperience with how African American 
parents interact with me. He said that, as long as I was doing my job I shouldn’t be 
worried. What he didn’t seem to see was that sometimes it feels like it isn’t what 
my intentions are, it is how my intentions are perceived. Sometimes it seems like 
that’s all that matters. 
 
She continues by describing how she plans to make positive parent contacts to establish 
positive parent relationships. 
To prevent any miscommunication in my classroom, I make more than one positive 
phone call before I make a negative phone call. I am always very intentional with 
the words I use, and I work very hard to develop a relationship with the parents. 
  
I’ll be honest, I still don’t feel like I have mastered any of these things, but it is 
definitely something I am working on consistently.  
Allie’s intentional focus on establishing positive parent interactions has not consistently yielded 
positive results, which unfortunately is the case with all life experiences. At our second 
interview, she describes how effective parent communication is still a main focus of hers, noting 
that she has been trying to make sure parents know who she is and the role that she plays in their 
child’s education. 
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Allie: I have been working a lot on that, making sure that parents know that I’m, you 
know, on their team. I’m not just the one who teaches them math…I make calls a 
lot. I schedule a lot of, like, face to face because – and the second I’m concerned 
about a student, I call a parent. Because I don’t want their report card to say, you 
know, “F” whenever on their progress reports said an “A”. That’s confusing. And 
so I’ve been trying to make sure that I communicate a lot, especially if I’m 
concerned. 
 
The communication to which Allie refers centers mostly around academic progress and 
performance, describing that those kinds of discussions have occurred in both face-to-face and 
telephone contexts. 
Allie: The majority of my students, I’ve mostly just had – I talk to them at parent 
conferences or through calls I’ve made or do like our fall nights and stuff like 
that. 
 
She stated that at that point she still struggled with communicating behavioral concerns with 
parents, and that she experienced a lot of hesitation and fear when having to contact parents 
about students’ negative misbehaviors. 
Allie: I guess I’m really bad at communicating negative information. Because I put a very 
positive spin on it and so the parents think that sometimes there’s nothing wrong. 
 
 Between our second and third interview, Allie had behavioral concerns with a student 
who threatened to kill her.  His threat resulted in Allie having to make a report to Child 
Protective Services and law enforcement. The initial incident occurred in September and 
repeated concerns about the student continued to arise. Allie wrote about the incident in her 
journal from September 15, 2017: 
Today, I had a meeting with my principal, my vice principal and our school 
counselor. The meeting was regarding a student I had had in my class. The student 
had informed another student that he wanted to kill me. The student who had been 
informed repeated what had been said and used a slicing across the neck motion.  
 
I made an inference, thinking that the student had said he wanted to “slit my throat”. 
After reporting it this way, I was called in. The administration wanted to know how 
I had come to the conclusion that that is what the student said. After we talked 
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through it, I realized that I had made an inference instead of reporting the exact 
words.  
 
Allie describes how her handling of the situation was complicated by her own stress level 
and inability to focus fully on the events in that moment; instead she felt pulled in 
multiple directions, creating a more chaotic situation in which she had to process and 
respond to a death threat. She continues, 
At the time the student had said that he wanted to kill me, we were transitioning 
into our last subject, Math. Math is a very hard subject for me to teach. When I 
teach it I consistently get flustered and nervous. This coupled with the chaos of a 
transitioning classroom, made this whole ordeal much worse. 
 
I was in survival mode and wasn’t thinking clearly about the situation from every 
angle. I have come to realize that the little nuances and little details are what matter 
the most in these cases.  
 
Making sure that I am not feeling flustered or feeling like I’m floundering is very 
important to me being able to accurately report each detail of each interaction.  
 
Due to a lack of documentation and several miscommunications between Allie and her building 
leadership, as well as multiple reporting procedure failures and a lack of follow up, the parents of 
the student in the report were notified that Allie was the person filing. This prompted the parents 
to write an accusatory letter to the school superintendent, specifically naming Allie as the source 
of problems with their child in the school. No warning about this letter was given to Allie or her 
administrative team; in fact, Allie only learned of the letter when she was called in by her 
building principal to be questioned and reprimanded. The impact of this interaction shattered the 
fledgling self-confidence that Allie had developed about her ability to communicate with parents. 
Allie: I had a student who I put a lot of time into and who I really felt I could make a 
difference with, and the relationship with his parents was just broken. He 
threatened to kill me…he has a lot of emotional issues, and I knew that. And so I, 
every time we would hit, we would get another mile down the road and he would 
start to trust me, he would go home and he’d come back and he’d be totally non-
compliant. Wouldn’t even look at me. And so, I didn’t know if that was because 
I’d communicated with his parents about what was going on, or how that worked. 
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Allie continues, 
 
Allie: I would make a breakthrough and then things would go WAY down in the 
dumps…It was just this whole long process, and um, it had to, uh, he’s no longer 
in my classroom because of what happened…His parents were very upset because 
of how I handled the situation. And when they wrote a letter to my superintendent 
about me, and so, that as a first year was very VERY stressful. Because, you 
know, I don’t ever want my name to go that high, like I don’t want them [parents] 
to know who I am [in sensitive cases like this one]! 
 
As a result of this interaction, Allie is now overly cautious with both her classroom 
documentation as well as her communications with parents. She is particularly hesitant to make 
negative phone calls and describes how she now makes bulleted notes prior to any phone 
conversation she has. Her phone calls are now all written up digitally after she finishes them as a 
way to document their content. Allie reflects that although this process is incredibly time 
consuming and can become tedious, she feels it is necessary to protect herself should another 
instance like this one ever re-occur. She concludes with the following thoughts in our final 
interview. 
Allie: I’m afraid of parents. I can tell you that right now. I have no idea, but I am just SO 
afraid because of what happened…I’m afraid to make negative phone calls 
because I feel like they’re [parents] going to be like “well you just hate my kid, 
that’s the problem!” and I’m like that’s not true. The whole point of this is I want 
your kid to get my instruction. Like, you know, I want your child to be successful, 
but they’re not going to be successful if they’re not able to learn. 
 
This fear of parents and need to prove her intentions to parents have both been directly 
influenced and impacted by the situation earlier in the semester. Additionally, the situation has 
caused Allie to become overly focused on documenting all communication with parents for the 
sole purpose of creating records for accountability and liability should she ever be questioned. 
Navigating the Professional Landscape 
“You think of yourself kind of as an island, but at the same time you make decisions with all 
these other people.” 
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 Determining and navigating the culture of a school building can be a tedious process. 
Given that Allie completed her year-long clinical teaching experience and then was hired as a 
full-time staff member at D. L. Moudy Elementary, she had the opportunity to gain some insight 
into the culture of the building. This first-hand knowledge provided familiarity with current 
teachers, administrators, and building procedures. Allie describes multiple instances which 
highlight how she began the school year with a positive mindset only to have it devolve into her 
current reality of tensions in her grade-level team dynamics and mutual distrust of her 
administrative team. 
 At the time of our first interview, Allie recognized the need for a cohesive team approach 
during her clinical teaching. She noted that she witnessed multiple examples of dysfunctional 
teams and now realized the impact this dysfunction can have on students and the perceptions of 
other staff members. 
Allie: I have learned a lot about, um, the importance of having a cohesive front, you 
know, team. Making sure that, you know, that if there’s anything crazy going on 
between y’all that it shouldn’t show on the front at all. And I’ve seen a lot of that. 
I’ve seen a lot of where it does show, and a lot of where the kids know…and the 
whole grade level just goes kaput. 
 
She continues, reflecting on what she’s learned about teacher interactions. 
 
Allie: I’ve learned a lot about teacher interactions with each other. Which is definitely 
something that I never really thought about because all you think about is how in 
the world are you going to manage these kids? You think of yourself kind of as an 
island, but at the same time you make decisions with all these other people…I’ve 
really learned a lot about making sure that you’re helping other teachers, not 
hurting them. 
 
Allie characterizes her team leader as committed to the success of the team. She notes that her 
particular grade level team is an amalgamation of individuals who were all previously on other 
teams, and that this is their first year to work together as a unit. Allie recognizes that this can 
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present challenges, and, by our second interview, shares ways that team members are actively 
working to collaborate. 
Allie: We’re very cohesive. Our team lead is very much about, like, he’s like “I’ve never 
been on an unsuccessful team – I refuse that this is going to be an unsuccessful 
team just because we’re an experiment.” So, we’ve been working a lot on making 
sure that we’re all on the same page. We’re still kind of playing with, like, our 
systems as far as, like, lesson planning…There are some people [on the team] 
who’ve really been burned before. So, a lot of that’s been saying “I’m not what 
your team member was last year, and I’m different. Like, I will listen to you, I 
will modify if I need to.” And so, a lot of it is just making sure that we 
communicate before something, you know, crazy happens, and we have time for 
tensions to rise. That’s been a lot of our team building. 
 
Although there has been a concerted effort to create a productive united team 
environment, Allie is also cognizant of how their team is perceived by the rest of the building 
staff. Being a newly created team of individual teachers from previously unsuccessful teams, 
Allie feels pressure to keep any concerns to herself or within her team as a way of preventing the 
spread of the team’s negative image within the building. 
Allie: So, my team is a lot of people that were on teams that weren’t successful last 
year…all of us are pretty much from broken teams. And so, we’re really working 
on making ourselves a cohesive unit. And so, it’s a lot of, like, figuring people 
out…being very mindful about figuring people out, because we know that 
obviously it didn’t work last year. 
 
Allie describes the reputation her team has among other staff members in the school. 
 
Allie: It’s kind of interesting. I’m not the one who hears it because I did the residency 
program, so they [other teachers] don’t really tell me those things, because they 
know that our team lead – he’s like, there’s not really good things to be said about 
our team…and he’s very much, like, keep it [struggles] in house, and I’m the 
same way. So, I don’t go tell other – the only other person I tell is Kelsey. But 
we’re kind of an experiment, I think. 
 
This perceived negative image of her team has caused Allie to feel that she can only discuss her 
struggles and concerns within in her team and with her residency program cohort member, 
Kelsey. While there is a committed effort to create a cohesive team unit, tensions are present. 
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Balancing these tensions with the pressure to distance herself from outside staff members adds to 
dysfunction within the team. This building tension is seen in excerpts from Allie’s journal entry 
from November 24, 2017.  
I have begun to slowly take back my power, but each time I have a hold of it, 
someone cuts my legs out from underneath me.  
 
It is only small things, but it is things that cause my students to doubt my 
knowledge. 
 
For example, I sent a student out with our Exit Tickets one day. That day, one of 
my colleagues sent my student back with the Exit Tickets, saying they were the 
wrong ones for that day. 
 
They were not the wrong ones, but in an attempt to make sure I didn’t make us look 
like we weren’t a united front, I took them and said ok, and began instructing. This 
made me look like I had no idea where we were during the week’s instruction. 
 
Allie continued, noting how this seemingly small act has caused her students to doubt 
her: 
It was a small act, but it was enough to make my students doubt me and the validity 
of my knowledge and instruction.  
 
As a teacher, who is struggling to make it day to day because of the lack of coaching 
on my team, it throws my entire lesson off when someone does this. It also makes 
me frustrated because it makes my students doubt me and makes all the work I have 
done go down the drain in one minute. It has been extremely frustrating.  
 
I study the lessons, try to make sure I understand the material, try to be on top of 
everything, but feel like I am pulled in millions of different directions.  
 
She concluded: 
 
It has been more than extremely frustrating, it has been infuriating. 
It is apparent that Allie’s frustration is building with her team members and that she is feeling 
increasingly invalidated by her team members. Rather than advocating for herself and standing 
up to her team members, she is now silencing herself in an attempt to maintain team unity. She is 
experiencing a great deal of frustration and defeat, questioning herself and her abilities. 
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During our final interview, Allie describes team dynamics verging on toxicity. She stated, 
Allie: There’s been a lot of like…bitterness because they’ve had to take on some of my 
students…but at the same time I don’t know what I could’ve done differently with 
that situation. And so, um, there has been a little less support on that end too. 
 
Additionally, Allie’s interactions with her administration have become increasingly strained. The 
incident that resulted with a letter to the superintendent that occurred earlier in the semester has 
produced mutual distrust between Allie and her administration, and efforts by either party to 
repair the relationship have not been made. 
Allie: My administrators instead of sticking behind me, they’ve been like [to parents] 
“Oh, well I totally understand, we’ll take your kid out of her class. It’s ok” and so 
I’ve lost five students because of that. Two of them I gave up, you know, I was 
like, I have the highest numbers. So, I said ok, they would be good in this other 
classroom. And the rest, they’ve just taken. Versus, you know, like, standing 
behind me and saying “No, she’s a good teacher, she, you have no reason…” Like 
kind of just, from what I’ve seen other districts do for their students. So that 
hasn’t really happened, so it really tears down my confidence. 
 
Allie went on to describe how the lack of support from her administrators has caused her to 
question her own capabilities as a teacher. 
Allie: So I’m like, well, maybe I’m not that good, you know? Like, because they’re not 
sticking up for me, so maybe I am doing something wrong? And I feel like I’m 
always having to cover myself whenever I don’t feel like I should feel that way. I 
really feel like I’m an authority in this field. Because I am. I’ve gotten a college 
degree in it. I’ve done lots of professional development, like, I know what I’m 
doing. And so whenever, you know, people who hired you, said they believed in 
you in the beginning, but then don’t believe in you, at least not to other people. 
Then it doesn’t really add up. 
 
In examining her current team dynamics, Allie often feels voiceless and as if she is being 
somewhat punished by her teammates for them having to absorb the students being moved out of 
her classroom. The feelings of cohesion and collaboration experienced earlier in the semester 
have been replaced with distancing and an unwillingness to advocate for herself in daily team 
meetings. This is evident in Allie’s statements during our final research interview. 
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Allie: My team is kind of a, uh, very complicated team. We have a lot of strong 
personalities. I’m not one of them. I just kind of sit in the back and chill and say 
“You do you and I’m just gonna do my job and keep chugging along and keep 
trying to learn”.  
 
She continued, describing that she does not feel understood as a first-year teacher. 
Allie: There has been a lot of not necessarily understanding the fact that I’m a first-year 
teacher. Um, like, for example, Kelsey’s team, they’re like “ok, what do you feel 
comfortable planning?” My team was like “ok, you’re going to plan math with 
this other person. You’re going to do this this this and this.” And I was just like 
ok, taking notes like ok, ok. Like trying not to panic because they gave me a 
major subject.  
 
Allie concluded, 
Allie: And so like, while I want to learn, I also want to, I want us to be successful as a 
grade. So, if you’re telling me to plan an entire day, chances are that I’m gonna 
mess it up somehow, not use the proper verbiage, or like, I would love to make 
sure that I can do that so can you please coach me. 
 
 Overall, Allie now feels unsupported by her team and her administration. She reflects that 
she feels as if her failure on her assigned team tasks is inevitable and craves guidance and 
mentorship to ensure success for not only her own students, but the entire grade level. She notes 
that she does not really engage with anyone from her team or from the school outside of work 
hours, with the exception of Kelsey. At this time, she is focusing largely on what is occurring 
within her own classroom and just trying to maintain peace among her team members, as well as 
continuing to prove herself as worthy and capable to her administration who she also has 
perceived as less-than-supportive. 
Prevalence of the White Savior Construct 
 Allie’s cultural development has been a tedious process throughout her clinical teaching 
and first semester of teaching. She openly admits that D. L. Moudy Elementary is strikingly 
different from any other student body population she has interacted with as a student or a 
teacher. Additionally, she has not been exposed to families and communities similar to where she 
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is currently teaching. Because of this, Allie has been actively attempting to process the multitude 
of cultural differences that she has been experiencing, attempting to make sense of the cultured 
spaces in which she is currently existing. Her lack of knowledge about cultural differences is 
pervasive and is presenting itself in every aspect of her day through interactions with students, 
parents, and staff. She is continuously questioning what she is experiencing and comparing it to 
her own lived experiences, attempting to understand the differences and learn from her own 
assumptions. Because Allie has been so singularly focused on analyzing and dissecting situations 
of cultural mismatch that she is not explicitly demonstrating elements of the White savior 
construct. Instead, she reflects on situations of cultural mismatch and attempts to articulate how 
they are being processed and used to further her own cultural competence and understanding. 
 Prior to beginning her first semester of full-time teaching, Allie reflects on her teacher 
preparation and the field placement in what her university considered a diverse local school 
setting. 
Allie: I mean, we got put in, so I guess in a diverse school kind of, but if you’re talking 
about a diverse school in a city, no, not at all because that town is not a city. Not 
in any way shape or form, their lives are very different. Um, just in the point of 
living situations…like our school’s [Moudy Elementary] actually pretty unique as 
well. Um, there’s a lot of families that live together, and so there’s households of 
10 people…it’s a very special school honestly, and it’s got a lot of things that I’ve 
never seen before and just a lot of situations that are, that I’ve never seen, but not 
I don’t think I was, I don’t think any of my classes really prepared me for it. 
 
She continues to discuss how she feels that there was no way her coursework could have 
adequately prepared her to teach in an urban school because of the course structure and the 
limited field placement options. 
Allie: It’s hard to prepare for it unless you see it and you’re in it, and someone explains it 
to you. You also need it explained to you from someone of that culture, because 
to you, you’re like, I don’t even, what? What does that mean? And you know, 
sometimes, I’ve just noticed that different things take on different meanings 
  117 
depending on what you say and how you say it and who you are. Especially who 
you are. 
 
Allie then reflects upon how during clinical teaching, she began to realize that as a White 
woman, she did not feel she could use the same language with her students that her African 
American counterparts could. She began to recognize the cultural implications of language and 
her own discomfort in attempting to utilize the same phrasing as her colleagues. 
Allie: There were some [moments] where I’d be talking to teachers who um, were 
African American and they would say, “oh I said this to a student” and I’d say 
“oh my gosh! I couldn’t ever say that to a student!” Like I would be afraid that I 
would just, you know, like be fired immediately! Like, you know, it was just 
something that I knew I couldn’t say, and also the way that um, sometimes the, 
the approach is very different. Like I was, I would never tell a student that they 
would get a whoopin’ when they got home but sometimes that was normal for 
them to hear that.  
 
She continued, 
Allie: So, I was like, I would never say that, I’m not their parent, you know? But like, 
um, you know, I guess within that culture that’s, from what I’ve observed. I can’t, 
you know, make a general statement but um, from what I’ve observed and so, 
there were just things like that, that I just knew that I couldn’t swing that, so I 
gotta find a different way to go around this little corner.  
 
Allie said these feelings extend beyond language and also apply to her physical presence and 
timing of her speech. She articulates the frustration that she experiences in these instances, 
wanting to be able to use the same language and command the same presences as her 
counterparts, but feeling fearful of doing so because how she would be perceived by her students 
and colleagues, and based on her previous problematic and traumatic experiences with parents. 
Samantha: Looking at those situations where you really noticed either the differences in 
the kind of language you could use, or I heard you say a lot with timing or even 
just some of the physical presence…what were some of the feelings and emotions 
that evoked in you in those moments? 
Allie: Sometimes a little frustration. Just because, you know, well man, I wish I could 
just that and then you know, we’d all be on the same page. And we’d be fine, but 
uh, I knew that it would be taken, it wouldn’t be taken the same way. And then 
once I got past the frustration, I was like ok, let’s get creative about this. Let’s 
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think of a different way to say this so we are on the same page, and we’re 
communicating to where we both understand, but it’s not something that I’m 
worried about saying to you.  
 Allie is beginning to navigate what she perceives as cultural boundaries as she prepares to 
enter her own classroom. Throughout this process, she is discovering her own limits of comfort 
with her language and beginning to develop her teacher voice. Prior to entering her own 
classroom, Allie recognized her lack of interaction with students from cultures outside her own. 
By the time we met for our second interview, Allie had gained a significant amount of insight 
into her own cultural boundaries, yet, was still questioning many of her own responses during 
instances of self-identified cultural mismatch or conflict. 
Allie: I told one of my students to sit their booty down. And the way I said it, they, and 
this is their exact words, “like man, you have some Black in you!” I was like, 
“what did you just say to me?” I was like, thank you, and I’m going to go over 
here and figure this out, ’cause I had never thought in my life…I don’t know, I 
just – it’s not something I would say. I don’t know. 
Samantha: How did you react to that? 
Allie: I was, like, “hmm, well, thank you. Okay, I’m glad you’re seated now. I’m going 
to go over here,” is pretty much what I said. 
Samantha: How did the student react to that? 
Allie: They just laughed. So yeah, sometimes they’re a little more real with me than I 
think they should be, ’cause I’m the teacher. But we’ll see. 
Samantha: Right. I guess looking back on that moment then, what kind of feelings does 
that bring up in you? 
Allie: It was interesting, because it was, like, between adults of different races, there’s 
kind of a barrier of, like, things you don’t say, kind of thing. But the kids don’t 
have that. They don’t really have, you know, like a filter…And so it was just 
interesting because I’ve never heard an adult talk to me like that or say anything 
like that. Which, I mean, hopefully, it wouldn’t bother me.  
In this exchange, Allie highlights how she is still processing and attempting to understand her 
own use of language with students, but also navigating the tension and discomfort she is feeling 
as an outsider to the community context. At this point in time, Allie is quick to attribute such 
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interactions to generational differences rather than cultural differences, a tactic she uses in our 
final interview. She continues to question her own assumptions and understanding of her 
students’ lives. 
During our final interview, Allie describes how her continued experience is helping to 
ease some of her feelings of mismatch with her students and their parents. She discusses how she 
has sought out mentors of other races so that she is able to have conversations to process her 
cultural assumptions and questions. She feels this has contributed to some more positive parent 
interactions; however, she is again quick to dismiss these as cultural mismatch, stating that it 
could be due to differences in households, as seen in the following interview excerpt. 
Allie: I feel a little bit better, because I’ve made some big gains with a lot of, with 
specific parents…they’re of other cultures than my own. So that has really made 
me feel better about how I’m able to work with them, because like, you know, 
people who are different from me because, every mentor who I’ve sought out, 
isn’t, you know, isn’t like me. And so, they’re really um, given me a really big 
mind shift on that because, um, they uh, just a lot of things I never really thought 
about. 
Samantha: Like what? 
Allie: Like as in, um, as in sometimes you know, my students who fall asleep. My first 
thing is to be like "come on, wake up, wake up!" and um, one of my like, self-
appointed mentors…she was like, they probably didn't get to sleep last night. 
Their parents probably let them play games all night. And I was like what?! 
Because my parents would never do that. And so, she was like, or they, their 
parents were out all night and nobody was there to make them not, to make them 
go to sleep.  
Allie continued to reflect on her own assumptions and understandings about her students, 
Allie: And I was like, that's a thing? And she was like yeah, that happened to me when I 
was a kid. And I was like really?! Like, my parents were always like, 8 o’clock, 
time for bed, go to bed, you know. And that might not, that might not necessarily 
be a cultural thing. That might just be a household thing. But you know, as far as 
like, you know different lifestyles especially from my own. I'm like, that's just, 
that's over, I can't like, I can't believe that that happens, you know, anywhere 
because it just isn't something I've ever seen before. 
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Allie indicates these moments raise her awareness of family dynamics different from her own 
upbringing apply not only to behavioral elements, but to academics as well. She particularly 
notes how her own parents’ academic expectations of her have influenced her assumptions about 
how she thinks all parents approach academics. 
Allie: And same thing, as like, growing [test results] by ten points? My parents would've 
been like that's ridiculous! Come on, Allie. Like, you're so much smarter than 
that. And you know, my parents would not be happy with me making, you know, 
a 12 on something. They would freak out.  
 
She maintains that it is her own learned understanding of high expectations that she brings into 
her classroom, which she notes is often met with push-back from her students. She expresses that 
she is not sure if her students have previously been held to high academic expectations, but that 
she is ensuring that they will be while in her class, as she explains below: 
Allie: I’m trying to show them that I do love them, and the reason I get on them is 
because I do love them. Because sometimes they’re like, “you’re just mean!” I’m 
like, no. I just have high expectations of you. You know? And maybe you haven’t 
had that before, but this is what it feels like. It feels like accountability. 
 
She worries about adequately preparing her students and how she sees their academics being 
directly impacted by their classroom behavior. 
Allie: And if they don’t learn [content] from me, then they at least know that this is how I 
should be learning. That this is how I have to act if I want to learn, kind of thing.  
 
 After one semester of full-time teaching, Allie feels more culturally competent because 
she has experienced a wider variety of parent and student interactions. Being surrounded by 
people of cultures different from her own has created moments that have prompted reflection and 
spurred internal questioning of assumptions. She feels more confident in her ability to interact 
with parents and students and to respond from a more culturally responsive perspective; 
however, she also recognizes that this is an area for ongoing development. 
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Allie: And so, um, as far as feeling um, a little bit more culturally competent, I do. 
Because I've seen more. I've seen more um, like different situations. Period. Just 
you know, across the board of you know family dynamics, especially. And um, 
just different um, approaches to things. And so, after seeing that I feel like I can, I 
can um, respond better now because I've seen it and I know how to um, I know 
that: A. It does exist, and B. you know there's, there's a way to kind of maneuver, 
I guess. 
 
She continued: 
 
Allie: I think I know more where my students come from…since I’ve really interacted 
with them more…and they tell me more about their home lives…I know more a 
little bit about what’s important to them. Like my students, their hair is vitally 
important. My little girls, I carry hair bands with me, because they will not learn if 
their hair is not right. They will not…And I never knew that, you know, calling 
someone ashy was an insult…you know just little things like that, I’m like, I 
never knew that was a big deal and my kids get really upset about it…and I have 
to get through that, you know, to get them to learn. It’s an obstacle, it really is.  
 
Crafting Teaching Identity 
“I think that what I’m going to do is I’m going to make sure that – I’m trying to make sure that I 
have a teacher self and a me self.” 
 
 Creating her identity as an educator has been a very confounding—and often defeating 
process—for Allie. Throughout the course of this study, she has articulated her attempts to create 
two separate identities, her teacher self and her true self. Her journey is one characterized by a 
great deal of self-identified heartbreak, frustration, and perceived failure. She admittedly holds 
herself to very high standards both professionally and personally, and repeatedly describes the 
harsh realities of not meeting these self-imposed expectations. Throughout her journey she 
shares elements of her own self-care routines, which started off strong at the beginning of the 
year but are dramatically absent by our final interview. Allie experiences a range of emotions, 
but they are overwhelmingly not positive. She clings to moments of joy as signposts of hope, 
providing her with the emotional boost to keep going in the classroom. 
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Riding the Emotional Roller Coaster 
 Prior to beginning her full-time teaching position, Allie reflected on the emotions she 
experienced during her clinical teaching. While many of these were previously described in her 
clinical teaching reflections earlier in the chapter, she also reflected on her feelings of 
preparedness for entering her own classroom. One major area of reflection centered on finding 
her own management style. 
Allie: I’ve definitely become much more cognizant of what I’m saying, how I’m saying 
it, and my tone of voice especially um, I noticed that uh, it’s a lot more like, with 
some of the other teachers, they were a lot more hands on. I’m not hands on. I 
don’t feel like you should be hands on. I also, I have a softer voice. I do not raise 
my voice unless I have to, and uh, that was a, that was a big thing, was learning 
how to do that. Because I’ve never, I’ve never really wanted to like, reach this 
decibel where it’s like…it sounds very threatening, but sometimes they can’t even 
hear you, they’re talking, you know?  
 
Allie’s tension of trying to remain true to her own soft-spoken style yet command the attention of 
her students caused her a great deal of stress. She does not like to yell, nor does she like to use 
her physical presence to create any sort of intimidating or threatening atmosphere for her 
students, despite the fact that she has witnessed other teachers employing these behaviors. Allie 
is experiencing a great deal of anxiety and nervousness, feeling overwhelmed at what she needed 
to accomplish prior to her first day with students. 
Allie: I feel, I go through moments where I’m just like sheer panic…I was about to start 
hyperventilating and I was like I don’t have time to hyperventilate...I know what a 
teacher needs and since I know that, I’ve been trying to accumulate that as a first 
year teacher, but first year teachers don’t usually know all that stuff. And so 
sometimes I feel like I have an overabundance of knowledge and so sometimes I 
get a little overwhelmed. 
 
In addition to feeling overwhelmed, Allie articulates that her biggest hesitation prior to the start 
of the school year is solidifying her classroom discipline system. At the time of our first 
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interview, she was still uncertain of some of the elements of her system, but insistent that she 
knew they had to be fully developed before the first day with students.  
Samantha: Ok, so if you had to say, what would be your biggest hesitation at this point, 
about the school year starting? 
Allie: I, my, um, classroom discipline system. I’m still figuring it out, which really 
stresses me out because it’s alike a week and a half and I’m like I HAVE to 
understand it so that I can use it! And so, I’m trying to find something that works 
for me and that will also work for them. 
 Allie praises her year-long residency program for affording her the opportunity to see 
how the opening days of school really function. She has seen the first week of school and 
experienced it firsthand; consequently, she is better able to prepare herself mentally for the 
demands. She also recognizes the value of self-care routines and describes how she is preparing 
to combat the stress and chaos that accompanies the beginning of a school year. 
Allie: I mean, your endurance is gonna SUCK, like I haven’t been doing anything 
besides, other than sitting in an art gallery all summer so…I’m gonna go back and 
be like, “Oh God!”...But you know…I know what I need, basically, at the 
beginning of the year, the beginning of every semester. I go out, I buy bubble bath 
stuff, I buy stuff like candles…I just stock up kind of. My arsenal. Because I 
know there’s going to be days when I’m just going to like, crawl home. And I 
know I’ll be fine, but you know…it’s not gonna be good. It’s not going to be 
easy. 
 
She continued: 
Allie: I know what a classroom should look like on day one, because you know, I was 
THERE on day one…I know what this first week is going to be like. Which is 
huge because if I’d been there for the first week and I was a teacher last year, I 
would’ve cried the whole time because I would’ve felt like a failure because the 
kids are just nuts! They’re everywhere! But that’s what it’s normally like, but you 
don’t know that until you’re there and an experienced teacher TELLS you that’s 
what it’s like and you’re like “Oh! Ok, so the building IS supposed to be on fire. 
Ok. I got it!” 
 
There is a hesitant optimism with which Allie faces the beginning of the school year. She feels 
prepared for the curriculum, yet uncertain of her management. She understands the energy, both 
physical and mental, needed to successfully navigate the chaos of the first weeks of school, and 
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is taking steps to ensure that she is able to adequately take care of herself during this time. Allie 
is ready to face the challenges of the school year as a full-time teacher, but this readiness is 
tempered greatly with anxiety. 
 Between our first and second interviews, Allie’s journal writing indicates she is 
experiencing feelings of nervousness, frustration, and a loss of control. She experiences 
problematic interactions with her students, her students’ parents, and her administration. There is 
increasing discussion about her lack of control in her own classroom. Her journal entry from 
September 30, 2017 describes how these feelings of chaos impact her ability to maintain order 
and organization in her classroom: 
I have come to realize that my memory is completely useless. I forget things almost 
immediately as they occur. Heck, I even call my students by the wrong names 
sometimes and I think it is due to a) the trauma from my brain tumor and b) how 
quickly things move at my school. 
 
My lack of control in my classroom has spiraled into me forgetting things people 
are telling me, even outside of school. 
 
I nod and say ok, then I move on to what is most pressing and completely forget 
what was just told me. Unless someone reminds me, which has to happen 
frequently, it’s almost as if the interaction didn’t happen at all. 
 
Allie reflected: 
 
I like to compare my brain to a librarian. My librarian is 90 years old, stashes 
information in the wrong places frequently, and often times forgets to turn on her 
hearing aid, so half of the information being told to her goes up and over her head. 
 
It’s kind of how I feel. I’m at school, but I’m not really ALL there. Things are 
happening so quickly and I am so out of control of the situations that I just end up 
doing the best I can with the information I: a) remember b) have actually been given 
in a formal sense (rather than just being told while walking past me in the hall) and 
c) know how to actually accomplish the task that is being given to me. 
 
She continued: 
 
All of this has taught me a lot about how to manage information. If it is given to 
me in a formal sense I try to write it down somewhere. Informal sense, again, I 
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attempt to write it down somewhere, but I am realistic with myself that I will do 
the best I can with that info and hope for the best because there is absolutely no 
way I am going to remember it. 
 
I have also created a manageable filing system with which I order my papers. 
Fingers crossed this helps! 
 
Even at this point, Allie attempts to maintain optimism.  She describes a frenzied pace and her 
inability to keep up with many demands, noting a sense of disconnect within her interactions 
during the school day. She is physically present, but is struggling to be fully engaged.  
 By our second interview, Allie’s classroom and confidence had both devolved to a state 
of despair. At the interview she appeared tired and physically defeated; slumped in her chair, 
visible dark circles under her eyes, and no longer wearing any makeup. When asked about how 
her year was going, her immediate response was a very blunt, “it’s been a little crazy”, and then 
she described a day from the previous week in which she was hyperventilating and crying in 
front of her class.   
Allie: I need more structure in my classroom. I’m a very chill person, and so whenever 
they [students] freak out about how to do a spelling test, I’m like, chill out…Some 
of my kids were legitimately concerned that I hadn’t told them the exact format. 
And I was like, ok, more rules, more structure, more procedures needed, got it. So 
I’m currently working on that with Kelsey’s help, because Kelsey is like that and 
I’m just not. So yeah, ‘cause we had a very, very bad day on Thursday. Thursday 
was, like, hyperventilating, like, I cried in front of my students kind of day. 
Samantha: What happened? If you want to talk – you don’t have to… 
Allie: One of my students, she is going through something. I’ve done, you know, 
everything I could do. You know, I had a parent conference…and it’s just 
spinning out of control. She’s very aggressive, physically, with the other 
students…I quickly realized there’s one of me and there’s 19 of them. This is bad. 
She goes on to discuss how perhaps she assumed too much about her students’ prior knowledge, 
particularly with social and academic skills. Because of this, she feels as if she needs a full 
restart with her students and is feeling highly ineffective as a teacher, needing to rely on 
assistance from her former residency cohort mate. 
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Allie: I’m starting to feel fully inadequate. We’re going to get better at it, though. 
Currently, I’m just not feel very, I guess, effective, because I’m having to, like – 
because I didn’t come into it thinking that they didn’t know anything, because, 
I’m like, they’re nine. They know how to walk the line, I mean, kind of. They can 
just step in one, right? You know, I just didn’t go from it from a you know 
nothing, you’re a blank canvas. I didn’t go from that. And so, I should have, 
because it would have been a lot better. We wouldn’t have had so much chaos. 
 
Allie continued to reflect: 
Allie: And so, yeah, a little frustrating, because I’m having to do a reboot. And if I had 
done this before, but you know, it’s kind of hind sight is 20/20. So, we’re working 
– Kelsey’s helping me identify things I have to have in my classroom. So, one of 
them is, like, reading independently, silently for 20 minutes without me – with me 
being able to turn my back on you for, like, half a second and you’re still actually 
doing it. 
 
 Allie is struggling to develop her own management style, and at a more basic level, her 
identity as an educator. She is unsure of herself, full of self-doubt, and engages in negative self-
talk; however, she intersperses attempts at optimism and positivity. She articulates how she is 
trying to develop two separate identities, her teacher identity and her authentic self.   
Allie: I think that what I’m going to do is I’m going to make sure that – I’m trying to 
make sure that I have a teacher self and a me self…and I’m working on that, 
because I don’t know how to be two people, sort of.  
 
She continues to describe her process: 
 
Allie: Because, if I go into a classroom, I always – I don’t know, I’m one of those people 
that goes into every interaction with a person with the best of intentions. And, you 
know, which every teacher should have, but there’s certain things that you don’t 
have it in both – you know like, it’s like, teachers don’t say certain things…like if 
I’m at a football game, I do not talk to somebody the way I talk in a classroom.  
Allie concludes, stating how difficult it is to disassociate from her authentic self: 
 
Allie: And so, it’s just kind of hard disassociating. And so, I’m trying to work on the 
“who should I disassociate,” so they feel a little less like I’m their old sister and 
more like a teacher, because I do look very young. 
 
Allie struggles to attempt to describe each of her separate identities and notes that she is having a 
hard time separating the two. She is concerned with how she is perceived by her students, afraid 
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that she does not have legitimacy or lacks authority because she looks young. Her attempts to 
create distance from and boundaries with her students are creating a source of internal conflict. 
Samantha: Ok, so talk a little bit more about developing that teacher self and what you 
think that should look like or does look like. 
Allie: I think it looks – I’m trying to develop – and this is the perfect way to describe it 
where you have a soft heart but a heavy foot. You know, so I’m really trying to 
work on having that balance, sort of. And I think that would enable me to – that 
would help with life period, because I just come off as a very easy target, because 
I’m just very naïve, sort of. And so, I think that that’s what I’m really trying to 
develop so that I am capable, but I’m also still not coming off as I’m better than 
you. I’m the keeper of knowledge. 
In attempting to divorce her identities from one another, she is distancing her authentic 
self from her students. Allie’s attempts at fulfilling the role of a teacher are requiring a large 
amount of emotional labor which is being diverted from her students and used to maintain this 
created persona. She goes on to discuss how she is wholeheartedly trying to maintain an image 
of confidence and capability for her students; however, she is certain they are beginning to see 
through her attempts and that she cannot have transparency with her students. 
Allie: I’ve been trying to make sure I’m seen more as, like, the authority, ’cause I think 
that they can tell that I’m still figuring this out. You know, you know, still 
building the plane and flying at the same time. 
 
 At eight weeks into the school year, the creation and maintenance of this teacher persona 
has left Allie unsure of who she is both personally and professionally. It has also taken a physical 
toll on Allie, as she describes how her self-care routines are now all but non-existent.  
Allie: My family has been very supportive. Like, my mom’s been like, I’ll go grocery 
shopping for you, don’t worry. When you come home, there will be something in 
the fridge. I’m like, thank you. Cause I’ve been working till, like, 7:00 every day. 
And it’s been, like – well, I mean, when they [Peterson ISD] keep changing it 
[lesson plan format] on us, I have to find my own understanding of what they 
gave us. And so, I’ve been working very late. Actually, now I have a dog walker 
for my dog, for two days a week so he gets out. Cause whenever I come home it’s 
typically dark, and so I was like, ok, Coop’s gotta have somebody. And I gotta 
have Coop. So, I’ve been trying to set, like, systems in place so that, like, I can do 
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what I need to do to be effective at the same time…I don’t really have my own 
time. I like to pretend I do, but… 
 
Allie describes that in addition to her family supporting her outside of school, she has built a 
support system within her building as well. While her team members have had some tensions, a 
couple of them do recognize that she is struggling and are willing to support her. 
Allie: I have one teacher, she was there last year, she’s on the same team as me. She hugs 
me almost every morning. And my team lead always makes sure that I have 
coffee. They are both like, give me your kids, it’s fine. You’ll be fine, take your 
five [minutes]. So I take my five. 
 
 Despite the support systems she has established, Allie is feeling overwhelmingly 
defeated. At this midpoint in the semester, she is recognizing her own emotional struggles and is 
seeing them echoed in her students. The inability to focus on either of these is creating more 
frustration for Allie, contributing further to feelings of defeat and failure. 
Allie: [I’m] not where I thought I would be…I thought that I would be – I didn’t think I 
was going to have to change my whole game plan. I thought I was going to have 
the game plan, and it was going to work, and we were going to use it. It was going 
to be great…but I’m learning to be much more flexible…I’m trying to be a more 
flexible person and not hyperventilate every time they do that [change policies 
and procedures] to me, cause it’s ok. But the end of the day, it’s going to be 
taught somehow. 
 
Allie concludes our second interview by expressing that in spite of being frustrated and defeated, 
she is trying to maintain a positive outlook and improve her mindset and her actions for the sake 
of her students. 
Allie: I think that I’m a little frazzled. So, I’m trying to become unfrazzled, because that’s 
not good for a class, for a teacher. You can’t be frazzled. They [students] need 
you to be stronger than them. So it’s kind of, you’re hitting adulthood, so you 
have all these responsibilities, but then you also have a major one for the kids, 
because how they feel directly affects how they’re going to perform…So a kid 
who comes back from a storm or just comes to you period with some form of 
baggage, you have to help them unpack the baggage before you can begin, you 
know, get to teach them any concept. 
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 During the remainder of the semester, Allie wrote in her journals extensively about the 
highs and lows she experiences while attempting to regain control of her own classroom by 
implementing more structured procedures. In her journal from November 15, 2017, Allie 
describes a realization that she has made about the makeup of her class and how combining 
students from multiple previous teachers can create tensions in learning new management 
systems. 
My classroom is getting under better control. I have downsized to 13 students and 
it has become MUCH better.  
 
I have made strides with my students and as a class we have become much better 
at working together. I have noticed one thing, however. None of my students were 
all in the same classroom. I have a mish mash of students from all different classes, 
something their previous teachers said they did not recommend. I have noticed that 
this has attributed to some of the growing pains we have had this year.  
 
Allie continued, reflecting on her understanding of the impact of previous teachers’ 
management systems on students: 
Their teachers last year, were strong teachers who each had their own way of 
running their classrooms. My students have brought the cultures from their 
classrooms last year and their own personalities to the classroom. This has been a 
large part of our transitioning.  
 
I, being a new teacher, do not have a strong hold of what my classroom management 
style is and therefore haven’t set up a strong culture in my classroom. I have been 
discovering it as I go. This has attributed to some of the classroom issues we have 
experienced. We have too many chefs in the kitchen and not enough sous chefs.  
 
This realization created a level of confidence in Allie that she was able to carry with her briefly 
to begin to establish more consistency in her daily classroom routines.  
 Allie ends her first semester of teaching with feelings of uncertainty. She is still 
discovering who she is as an educator, continuously navigating her experiences and seeking 
validation from her students, colleagues, and administrators. She experiences a combination of 
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satisfaction that she has survived her first semester, but also disappointment with her own 
performance. 
Allie: I am excited because that means I’ve survived my first semester. Um, it’s been 
kind of a roller coaster so, um, kind of depends on the day. If I’m going to be 
down in the dumps or up high like I got this! Right now, I feel pretty good, 
because um, I have a smaller class and so it’s much more manageable.  
 
She continues describing how she feels she has found her voice; which she equates to mean she 
has gained more authority within her classroom management. 
Allie: I’m kind of finding my voice a little bit more because I’m getting, um, fed up a 
little bit with my sweet little, you know, Ms. Allie style…I’ve come to realize that 
that doesn’t quite work with this age group. And so, um, I’m trying to not go too 
far but also be, you know, just the right amount of ME, but you know, with an 
authoritarian kind of personality. So, we’re getting there…I feel better than I did 
previously because now I think I kind of know what direction I’m going in…But 
yeah. I feel…I feel ok. 
 
She settles on this feeling of adequacy with how her class is functioning, reflecting that she feels 
as if she has established a small amount of authority but not enough to ensure consistent delivery 
of content. 
Allie: I feel like I haven’t been able to teach them enough because there’s been so many 
classroom issues. That we haven’t learned all that much. And my scores 
HEAVILY reflect that…In the morning we come in, we’re fine, we’re great, 
we’re rolling. By the end, by the afternoon we’re just shambles…It’s just been 
kind of a negative atmosphere and that’s the last thing I wanted was, because I’m 
a pretty positive person. So having that and then you walk in my classroom and 
it’s very fun looking and festive, but then the kids are just not happy looking. 
They don’t look happy. 
 
Allie goes on to describe how her excitement for teaching has all but disappeared, due largely to 
the number of discipline and behavioral issues she is experiencing in her classroom because of 
classroom management problems. The enthusiasm she once carried with her into the building 
each day is now having to be replaced by false smiles and forced positivity. 
Allie: I came in with very, lots of enthusiasm, really excited and I don’t feel that 
anymore. I’m trying to. I need a break. I can tell you that! But um, I’m trying to 
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regain back my enthusiasm because that’s what makes them [the students] 
excited, you know? It’s all driven by me…And so, um, trying to really get to 
where I can fake it till I make it, because I suck at that…you can read me like a 
book and so, um, trying to get that poker face kind of…I mean, I have good days. 
I do. You know, that make me want to be there so that I can experience that day. 
But the majority of it hasn’t been all that positive. 
 
 Throughout the remainder of our final interview, Allie reiterates her frustration and 
disappointment in herself. These feelings are pervasive and are evident in every aspect of her 
developing teacher identity. She feels less-than-effective in her ability to deliver content, in her 
classroom management skills, and within her interpersonal communications with parents and 
school administration. These sentiments are echoed throughout her final journal entries written 
during December 2017. Despite this myriad of negative feelings Allie is experiencing, she ends 
our final interview with a spark of self-advocacy. She recognizes a change must occur and 
engages in self-talk (Schӧn, 1983) to reaffirm her plans to begin the change within herself. 
Allie: I think that I have a lot of room for growth in not being a doormat and stepping up 
for myself and having a little more confidence…I guess not blaming myself for 
everything. Because I do. I tend to blame myself, like oh man, if I’d done it this 
way…I think I need to develop a little bit more of a spine. Because I HAVE one, 
but you know, it’s very um, it’s very fragile. And so, I think that because, you 
know, just for life in general, but also as well as in teaching. Knowing that you 
ARE trained for this, you KNOW what you’re doing. Stop feeling and letting 
people make you feel like you don’t know what you’re doing…I really just need 
to make sure I have a little bit more confidence in myself and in my abilities, 
because I HAVE them…I just gotta make sure that I remember that. 
 
The Role of Mentorship 
 Although Allie does not dwell extensively on the impact that her mentor teachers have 
had on her development throughout this study, she does state that she has consistently longed for 
– and needed – stronger mentorship throughout both her clinical teaching and her first semester 
as a classroom teacher. Allie attributes much of her uncertainty about classroom management 
and ineffectiveness with classroom behaviors to a lack of quality mentors after which to model 
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her own management style. While she has expressly noted the support system she has established 
within her first semester of teaching, this has been the result of self-selecting other teachers in 
her building to serve as unofficial mentors.  
 She first describes her feelings of mismatch with her mentors during our first interview. 
When reflecting on her clinical teaching experiences and her feelings of readiness to enter her 
own classroom she describes her uncertainties about developing her own classroom management 
systems without previously seen models to reflect upon. 
Allie: I feel comfortable whenever I think about how I’m going to teach something, what 
I’m going to teach, just because that my home zone. I know that zone. And then 
whenever it comes to the classroom, you know, I’ve seen different styles and I 
didn’t like either of them, and so that’s why I’m a little nervous because I’m not 
super hardcore, I’m not super hands off, you know, and so I’m kind of a mixture. 
 
These feelings of wishing for stronger mentorship during clinical teaching continue into the 
second interview when Allie is reflecting on how she wished she had had the opportunity to 
process management and planning processes with her mentors as a clinical teacher. 
Allie: I just think the only thing that I wish that I would have been there for is, I wish I 
would have had, like, been able to sit with one of my mentors, and then show me 
how they thought through their classroom management. I saw it happen, but I 
didn’t see what was going on here [points to head]…But I just never really saw, I 
guess, I have successful mentors, but not as structured as I need in my class to be.  
 
Although Allie regrets lack of mentorship throughout her preparation, she does note that 
she now has positive mentors during her first semester as a full-time teacher, thanks to her own 
seeking them out. She has specifically chosen a teacher, whom she refers to as her self-appointed 
mentor, that she can turn to for guidance. With this mentor, Allie is able to model lessons and 
receive specific constructive feedback on elements such as simplifying student directions. 
Furthermore, Allie describes the impact her team leader, Mr. Nabity, has had on her teaching. 
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She stresses repeatedly that Mr. Nabity is a supportive presence and is committed to the success 
of the team. 
Allie: He’s been giving me a lot of ideas. And so, we’ll sit and we’ll like, talk about, like, 
what I could do better. How he’s done it and been successful. We’ll model lessons 
for each other, stuff like that. So, for me, that’s been helping a lot, because his 
classroom has been successful…and I think mine could be…So I’m hoping to 
kind of incorporate his spirit into my classroom and get it. 
 
It is this ability to watch and subsequently model herself after Mr. Nabity that has provided Allie 
with small bursts of confidence. She expresses that she is a very visual learner and that having 
models of teaching to observe greatly helps her to understand how management can be 
successful.  
 The understanding of how she learns best and Allie’s need for visual models of quality 
educators arises again in our final interview. At this time, she reflects holistically on her 
experiences as a teacher during her first semester. She describes how one of her current mentors 
has encouraged her to try to disregard all she has witnessed from her previous ineffective 
mentors and begin to model herself after more positive examples.  However, this has left Allie 
feeling as if she is starting over, forging her own path without any direction or guidance. 
Allie: There’s a coach who has kind of taken me under her wing. Because she was like, I 
realized that last year and last semester you didn’t see anything good. I was like, 
not really. You know none of my mentors responded to, um, our parents in a 
positive way. None of them responded to um, you know, being told what to do, 
like, our school in a positive way. And so, the both of them were very much non-
compliant…so figuring out how to take what I saw, and she literally was like 
“throw it out the window, it’s worthless”…so I guess I’ll figure it out all by 
myself then. 
 
She continues to describe how she is actively requesting coaching and guidance from her team, 
but her colleagues, due to being overburdened with work themselves, criticize her or incorrectly 
completing tasks rather than being offering her proactive assistance. 
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Allie: In my eyes, I was like, you know more than me, you’ve taught longer than me. Or 
you’ve been in this field longer than I have, and so whenever they have something 
they come to me with, I feel like, um I started to get my feelings hurt a little bit 
because I was like, “well I tried” and they’re like “but you didn’t try the right 
way”. Well I didn’t know the right way. Please teach me the right way and I’ll try 
the right way. 
 
The final reflections that Allie offers on her mentorship center on how she feels was 
mismatched as early as her clinical experiences, which has resulted in a number of difficulties 
now that she is in her own classroom. She expresses frustration with her clinical teaching 
program coordinators for assuming that she could weather the problematic semesters with poor 
mentor teachers, and notes that mentorship should be a positive and productive relationship. 
Allie: I don’t think my preparation was good enough just because I didn’t see best 
practices…I saw people that they were documenting…If I’m given a mentor, 
which is someone you’re supposed to emulate, who you are documenting, 
actively, why am I with them? Give me to somebody else, you know? Don’t think 
I’m strong enough to handle it for that semester…I don’t know if they could’ve 
done anything different though, besides give me better mentors, someone I could 
emulate. 
She concludes: 
Allie: And so, that’s the whole point, is that you see what you’re SUPPOSED to do, 
what’s good to do, and all I saw was what I shouldn’t do. And so, it kind of stinks 
because, I mean, I don’t have anyone to model myself after.  
Looking Forward 
 Allie has endured a tumultuous transition from being a student to becoming a teacher, 
one that has often left her feeling unsure of who she is and unable to summon confidence in her 
abilities. During our final interview, she offers insight into what she feels the greatest changes 
have been within herself over the course of the study. Her final journal entries holistically reflect 
her experiences and offer some direction for changes that need to be made in order to sustain 
herself mentally, physically, and emotionally through the remainder of the 2017-2018 school 
year. Allie feels conflicted about the changes she has seen taking place in herself, not liking the 
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person she has become, but also rationalizing that hardening herself was a process that was 
necessary for stability and survival. 
Overall Changes 
 When asked about what she felt was the biggest change in herself throughout this 
transition into full-time teaching, Allie responds by describing how she is now much less trusting 
and that she does not like this change in herself. She notes that she is still attempting to create 
two separate identities, so that she can still be her authentic self when she is not at school. 
Samantha: At this point what do you see as the biggest change in yourself over the course 
of the semester in general? 
Allie: I’m a lot less naïve. 
Samantha: What do you mean when you say that? 
Allie: I’m a lot less trusting…because I’m just one of those people, like I meet you, and I, 
I trust you until you show me not to trust you. And so, I’m a little less like that 
because I’ve seen there’s some people you, I shouldn’t just automatically trust. 
So, I mean, I don’t like that it’s been like that, because I don’t like that change in 
me. I really don’t. Like, I think that that’s how more people should live is just, 
you know, like why mistrust someone the second you meet them? Why not wait 
for them to show you that there’s a reason not to trust them? And so…I’ve 
become a little more like that [untrusting] because there’ve just been instances 
where I thought I never thought that would happen…Just kind of making sure that 
I’m, I always have a school me and a ME me, where I can be my trusting 
person… 
In addition to these personality changes she has observed within herself, Allie also reflects on 
curricular and management changes that she has begun to enact in her classroom in an attempt to 
create a more functional learning environment for the spring semester. She describes these new 
procedures in our final interview. 
Allie: My classroom is going to run like a kindergarten classroom. You will be handed a 
piece of paper. You will have one pencil. You lose your pencil you get a crayon. 
I’m tired of my floor looking like, looking crazy whenever people leave. Um, and 
so that’s something small, but it’s something that like, you know, cluttered room 
cluttered mind sort of thing. And so, I’ve already instituted some of it. I’ve 
already told them [her students] about it.  
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She continues, adding in her perspective and reflections about her students. 
Allie: I guess I’ve learned a lot about, you know, that they’re still really young kids 
because no one has taught them some of these things. Like, I forget that someone 
taught me how to take notes, someone taught me how to have an agenda, you 
know, like I knew that part that they need that, but like, no one’s ever taught them 
that you need to have a folder. To keep everything in your folder, don’t just shove 
it in your desk…but I think that’s also consistency on my part as well.  
These procedural changes for the upcoming semester are reiterated in an excerpt from Allie’s 
journal dated December 15, 2017: 
I have created a Kindergarten classroom, because I have given my students too 
much power before we were ready to operate as a team.  
 
So, I have taken up all of their materials. We are now passing out materials based 
on the subject and it has helped my classroom begin to function as a team. Our 
transitions are a bit less chaotic. We are more organized this way as well.  
 
Instead of searching to find the right notebook, the notebook is put back by a student 
who gathers that subject’s notebooks. I currently choose the students based on their 
behavior, but when I have time to unwind and gather my breath (during Christmas 
break) I am going to set these jobs up.  
 
Allie continued, describing her reasoning for implementing these changes: 
This is part of my effort to show my students who is the adult/driver in the 
classroom. Like I said previously, this has caused some serious turmoil in my 
classroom. Students do not like being corrected by their peers, which is 
understandable because I am the one whose job it is to make sure we are all in line.  
 
We are all kind of struggling to get towards our goal. We are floundering a bit, but 
we will make it. It will just take a lot more effort than it would have if I had been a 
bit more decisive, in the beginning, with our trajectory. Check, another hard life 
lesson down.  
 
 Allie’s final journal entry and interview show a developed acceptance of her current 
emotional state. She also notes that this kind of experience, verging on traumatic in many 
ways, was necessary for her to discover herself and her voice. She is learning to advocate 
for what she feels is important, and although she is shaken and unsure of the next steps, her 
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final journal entry from December 22, 2017 highlights that she is still actively working to 
establish herself as an educator: 
I think that part of my problem has been that my students don’t trust that I know 
what I am doing, which I don’t really, but being able to “fake it” is something I am 
working on.  
 
My students know me pretty well. When I get mad, my face turns red. That is 
usually when they stop talking and listen, because they know they have pushed me 
too far.  
 
She continued, reflecting on how she is adapting: 
I am developing a poker face, I am also developing a plan. That has been my 
problem from the start. I didn’t even know where to start with a plan. This is where 
I think my trial by fire has been necessary. 
 
I have had advice coming at me from all sides, but instead of listening to myself 
and figuring out, for myself, what works, I have been trying bits and pieces of 
advice that I think will work for me.  
 
Now that I know my teacher self a bit better, I have been able to figure out what 
works with my class and with me.  
 
Allie continued to reflect on her perceptions of professional development and ongoing 
learning as a first-year teacher: 
There is so many different ways to manage a classroom, it is a bit exhausting 
sometimes figuring out whether or not a resource will help you. If you don’t think 
it will, there is no point in finishing the book! There isn’t time to study resources 
that will not work with your style. This has been another life lesson. 
 
So, I have learned to sift through, for lack of a better word, the BS, and find the 
nuggets of wisdom that will help me.  
 
In other people’s lives, they may not be BS, but for my situation, they are. 
 
She concluded:  
That has been the thing I have learned most, I think. How important it is to find 
things that align with you, your beliefs, and your classroom. All of the other things, 
they don’t matter. They are just extra, and right now, I do not need extra. I need 
bare bones, foundational knowledge. So I am seeking that.  
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Five Years from Now… 
 Being asked to reflect on her future in education created a moment of hesitation in Allie. 
She describes her concerns with remaining in a Title I school, specifically, that she is unsure if 
she can emotionally maintain the stamina needed to continue in a similar pattern she has 
experienced during her first semester. She discusses the systemic issues she sees at D. L. Moudy 
Elementary school and states that she feels as if she needs to be in a school and a district with 
stronger teams of support professionals in their schools such as instructional coaches and RTI 
specialists. Being able to adequately provide interventions for her struggling students is an area 
that Allie feels she has failed in and it causes her heartbreak; never having been trained to plan 
for or implement targeted instructional interventions for students receiving services has 
presented problems.  
Samantha: So five years from now… 
Allie: [Laughter] Teaching? Of course. Definitely, because those moments where I 
actually get to teach? I am SO happy. Um, but as far as the [current] school? I 
don’t think so. But I haven’t quite decided, you know, on whether it’ll be a Title I 
again…I think that if I go somewhere where it’s not [Title I] and I SEE what I’m 
supposed to do? I could definitely go back to, you know, a Title I school because I 
see what I’m supposed to do and I see what it’s like whenever something runs 
efficiently…I’ve definitely questioned, um, me and the upper grades. I definitely 
think that I want to move down…I don’t think I’d mind third [grade]. 
Additionally, Allie reflects that her current teaching placement is one where reactionary 
responses permeate all aspects. She finds this to be inappropriate and an area of mismatch, 
feeling that school leadership should be promoting and reinforcing a proactive mindset. 
Allie: I’ve come to learn that where I work, they’re very last minute and so they 
perpetually feel the need to document and cover themselves. And that’s… I don’t 
think that’s right. Because that’s not doing anything for the kids. 
 
She concludes by noting that she ultimately needs additional support and an environment that 
works to develop the educator she is rather than one that is constantly critical of her choices and 
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actions. Her current teaching milieu is one where she carries a great deal of guilt about her 
abilities, which she is seeking to change. 
Allie: Thing are kind of up in the air right now…how I feel is probably that I am going to 
try and find some place where I find success with.  
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CHAPTER VI 
CONCLUSIONS 
  
During our first meeting, Kelsey shared that one of her mentors in clinical teaching had 
told her that great teachers are like coffee. Her mentor described how each pre-service teacher 
begins as vibrant and green, fresh and raw, unexposed to the realities of classroom environments. 
As pre-service teachers enter their first classrooms, they are subjected to the roasting and 
grinding process. Transformations occur when assumptions and understandings are tested. In this 
way, they become grounded down to their most basic selves. This can be the end for many new 
teachers as they may not be able to withstand the harsh truths of their current school contexts. 
However, given quality mentorship and when encouraged to engage in self-analysis and 
reflection to become steeped in their own practice and understandings, a bold, strong, energized 
educator is produced. This vivid image provides a metaphorical window into the experiences 
articulated by both Kelsey and Allie through this 18-month journey from student to teacher. 
This study examined the transition that occurred from student to teacher for two White 
women, over the course of their student teaching experiences into their first semester of teaching. 
The aim of the study was to capture how each of the women developed their cultural competence 
in a prolonged setting of cultural mismatch and articulated their personal practical knowledge 
(Clandinin, 1986, 1992; Clandinin & Connelly, 1996; Connelly & Clandinin, 1990; Craig, 2001) 
of becoming a full-time educator. Experiences and narratives were captured through a series of 
semi-structured interviews at three points in time throughout the study, as well as bi-monthly 
participant reflective journals kept by both women from August 2017 to December 2017. 
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Kelsey’s and Allie’s stories illuminate unique elements of the transition into full-time 
teaching. At the same time, their narratives of experience are reminiscent of common narratives 
of urban educators. While the initial intentions of this research were to be solely focused on the 
theme of developing cultural competence in prolonged situations of cultural mismatch; it has 
become clear that the thread of cultural competence cannot be independently teased out of the 
greater narrative of being and becoming teachers and developing teacher identity. Rather, 
cultural competence pervasively intersects all facets of cultivating a teacher identity, being a 
present factor in the discussion of establishing teacher authority, in the creation of knowledge 
and forging relationships within their schools, and within the problematic navigation of 
communicating with parents and families. What follows is discussion of emergent themes from 
the research, which will be supplemented by reflective conclusions drawn through the narrative 
inquiry process. Finally, implications for pre-service teacher education and teacher induction 
practices will be shared and opportunities for future research will be explored. 
Discussion 
 This study examined the transition from student teaching into full-time teaching for two 
White females in an urban school context; additionally, the prevalence of the White savior 
construct was examined to see if its components were present in live-action classrooms as film 
studies purported them to be. Although the participant narratives capture individualized 
experiences, some commonalities persisted. These pressing themes are gaps in teacher 
knowledge from teacher preparation, the problematic and interconnected nature of developing 
cultural competence while developing a teacher identity, attempts to navigate and understand the 
urban school context, teacher induction and attrition concerns, and images used to describe the 
urban context. Each of these themes align with previously discussed research in the field and 
  142 
highlight the ongoing need for improvements to both pre-service teacher education and teacher 
induction practices. 
Teacher Identity 
 Constructing teacher identity throughout this study, was a contentious endeavor for both 
young women, especially given the self-reported lack of pre-service teacher education 
coursework specifically aimed at this endeavor. In fact, both participants acknowledged attempts 
to create two discrete identities: their teacher self and their authentic self. Constructing identities 
in this manner is impossible (Higgins, 1987, 1989; Markus & Nurius, 1986; Markus & Wurf, 
1987; Scwhab, 1959; Yuan, 2016) and produced an immense amount of added stress for both 
women. Schwab (1959) asserts that teachers cannot simply learn to behave like teachers, 
enacting teacher behaviors must be central to their being and identity. He states,  
It is not enough for the teacher to master certain ways of acting as a teacher. This is only 
a capable apprentice. It is not enough to be master of flexible ways of acting. This is only 
to be a competent "hand" who can function well when told what to do but who cannot 
himself administer. (p. 158-159) 
 
Additionally, in his self-discrepancy theory Higgins (1987, 1989) conceptualizes identity into 
three components: the actual self, the ideal self, and the ought self. These identities represent 
whom we believe ourselves to actually be, whom we want ourselves to be, and whom we feel we 
are supposed to be in a given context; however, these multiple identities are linked and unable to 
stand as distinct entities.  
Allie particularly seemed to devote so much energy to this active creation of her separate 
teacher self that she found that it impacted her ability to create genuine relationships with her 
students and lived in an almost constant fear of being discovered for her true self. Recall that she 
wrote in her journal from December 22, 2017: 
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I think that part of my problem has been that my students don’t trust that I know 
what I am doing, which I don’t really, but being able to “fake it” is something I am 
working on.  
 
This is also seen in her final interview: 
Allie: I’ve been trying to make sure I’m seen more as, like, the authority, ’cause I think 
that they can tell that I’m still figuring this out. You know, still building the plane 
and flying at the same time. 
 
Her active commitment to “faking it” has stunted her ability to authentically connect with her 
students. Not only is she doubting herself, she is assuming and internalizing that her students 
doubt her as well. 
 Alternatively, Kelsey has demonstrated that although she is still developing her 
professional identity, by the end of the study she was conceptualizing her multiple identities as 
roles she plays rather than separate entities. She attempts to exist in her ought self (Higgins, 
1987, 1989) during the school day; experiencing moments of tension when her actual self 
(Higgins, 1987, 1989) surfaces. Excerpts from her interviews demonstrate this: 
Kelsey: I share my opinion too much… And I’ve accepted that, so to say out of trouble, I 
don’t talk to administration… I’ve learned that it’s best to just keep it within the 
team first, and then only go to administration. And it’s just reaffirmed by belief 
that you handle it first with those that you trust. 
 
Although the act of suppressing her actual self in most of her school interactions is contributing 
to her exhaustion, she has established a safe space within her constructed knowledge community 
(Craig, 1995; Olson, 1995; Olson & Craig, 2001) where she can find respite during the school 
day and re-center herself. 
Cultural Competence and the White Savior Construct 
 The problematic and intertwined nature of developing cultural competence was a 
prevalent theme situated within identity development found through this study. This study had a 
special focus on discovering the prevalence of the White savior construct, and elements of the 
  144 
construct were seen in both participants. Kelsey exhibited traits of the construct that centered 
heavily on the impact of paternalism, most notably Hughey’s (2014) category of The Savior, the 
Bad White, and the Natives. This category describes how saviors are allowed to persist in their 
“over-the-top paternalism…[and] egotism” (p. 47) by highlighting the more disruptive and 
offensive actions of other White characters. Although Kelsey does not describe situations of 
acting as a savior for her students in the presence of other White teachers and staff, she describes 
multiple situations of doing so in the presence of African American staff members and 
administrators. One example of this is seen in her journal entry on September 17, 2017 
describing the incident that occurred when she was trying to get ketchup for her students from 
the cafeteria. On that occasion, she got into a heated argument with an African American 
cafeteria worker: 
They’re babies!!! How heartless do you have to be to deny them food??????? I 
spend my own money to buy snacks for the kids who don’t bring a snack for snack 
time! I am already like a mama bear when it comes to my class, I’m like that with 
anyone I care about. I am fiercely protective of those I love and I love my students. 
 
Another example of this can be seen in interview excerpts and her journal entry from October 8, 
2017, where she describes the perceived uncaring responses of her administration in response to 
losing a student at dismissal. 
The principal brushed it off saying she [the missing child] would be brought back 
so no big deal but I interject and tell him they have come back and my student isn’t 
with them. He still doesn’t seem to care…I ask him, ‘What do we do?’ and he 
doesn’t answer…I’m crying at this point. 
 
Predominantly in her journal entries, but also in her interviews, Kelsey retells instances of Black 
staff members and administrators interacting with her students or herself, painting them as 
villainous and uncaring, leaving her to advocate for her students with only the minimal support 
of her grade-level team members. Her overt manifestations of care (Gilligan, 1982; Noddings, 
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1992, 2012) are consistent with the ethic of care in schools; however, Kelsey is still viewing her 
role in caring interactions in a dichotomous me-versus-others manner (Collins, 1990, 1996) and 
is often unable to recognize or understand the racialized and gendered perspectives of care from 
others in involved in these interactions (Cooper, 2009). 
Although minimal in her manifestations of the construct, Allie does demonstrate elements 
of Hughey’s (2014) category of The Color of Meritocracy and what he terms intellectual 
bootstrapping. In her interviews and her journal entries, she stresses how her students may not 
leave her classroom having learned content, but they will have learned manners, etiquette, and 
how to work hard for themselves. In one of her final journal entries from December 15, 2017 she 
states her new goals for her students: 
If by the end of the year my students have only learned conflict resolution, or 
some tools for working together, I have accomplished my goal. Not being able to 
identify a synonym will not ruin your life, but not being able to resolve a conflict, 
without hitting someone, will.  
 
She specifically outlines her goals for the second semester of the 2017-2018 school year: 
 
We’ll make it there, hopefully with some of my goals for them being realized: 
1) Understanding that sometimes, it’s not what you say, it’s how you say it. 
2) Using words such as please, excuse me, and thank you. 
3) Instead of pushing past someone, and invading their space, finding another 
way around them or saying excuse me and waiting until they have moved 
out of the way. 
4) Keeping our space and staying out of other people’s personal space or 
touching someone’s hair, etc., without permission. 
5) Talking through conflicts instead of yelling at each other, putting each 
other down, or hitting each other.  
6) Saying “yes/no m’am” or “yes/no sir” because these are manners and life 
skills that in the real world you are expected to utilize. 
 
She concludes her list of goals by stating: 
These are just a few of the skills, I hope for my students to accomplish, and if we 
are able to do all of this AND understand division, then heck, I’ll feel like I’ve 
climbed Everest! 
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Her initial statement and then this articulation of goals is an almost a verbatim description of 
Hughey’s (2014) categorization where he describes, “simply by cross-racial osmosis, black and 
brown characters soak up the ability to work hard, learn patience, and pursue the dreams they 
never before thought possible to achieve” (p. 59). While this may seem as if it is a noble mission, 
it is greatly complicated by the fact that Allie still seems to view her students from a deficit 
perspective (Delpit, 2006a; Ladson-Billings, 1994, 2011) in need of fixing. She views her 
students’ behavioral traits as hindrances to their learning and articulates the need to change them 
before learning of content can occur (Delpit, 2006a, 2006b; Emdin, 2016a; Ladson-Billings, 
1994; Milner, 2012) 
Furthermore, it bears stating that this study highlighted the complexities of identity 
development and cultural competence. At the outset of the study, I had intended to engage 
participants in discussions and self-analysis of situations of cultural mismatch and conflict 
through their reflective journaling. However, neither of the participants could describe cultural 
mismatch without connecting it to other facets of their lived classroom experience (e.g., parent 
communication, student discipline, colleague interactions). This suggests that despite their 
previous, albeit limited, coursework focused explicitly on cultural development paired with the 
accompanying field observations, each of the women were still unable to discuss culture or 
cultural mismatch as an independent topic. In short, it was embedded in all their lived 
experiences. In fact, Allie was quick to dismiss what she was attempting to understand as 
cultural aspects as generational or individual household differences.  
Allie: I don’t think it’s really, like, my problems are necessarily, like, the cultural thing. I 
think it’s a generation thing 
 
Allie: My parents were always like, 8 o’clock, time for bed, go to bed, you know. And 
that might not, that might not necessarily be a cultural thing. That might just be a 
household thing. But you know, as far as like, you know different lifestyles 
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especially from my own. I can't believe that that happens because it just isn't 
something I've ever seen before. 
 
Both of their speech patterns became very hesitant when discussing elements of culture, with 
increasing amounts of utterances (e.g., uh, um, like), increased pauses in speech, and more 
difficulty in choosing words to accurately describe their thoughts.  
The hesitancy in their speech coupled with their propensity to quickly dismiss cultural 
matters shows that both women are still very uncomfortable with talking about race and culture 
and continue to be uncertain of their own role within the creation and maintenance of racist 
systems present in today’s schools. Kelsey’s final journal entry from December 31, 2017 
demonstrates how she is holding onto elements of color-blind ideology (Bloom, Peters, 
Margolin, & Fragnoli, 2015; Frankeberg, 1993; Wang, Castro, & Cunningham, 2014) but is 
trying to engage of conversations of race with her young students: 
But as far as the kids go I know these kids, I love these kids, and I enjoy working 
with these kids. I personally like that I am able to teach my students that white 
people aren’t bad and they do care. I’m teaching my kids that a color is just that, a 
color. It doesn’t define who you are or what you can do. It is just an adjective used 
to describe you. 
 
Kelsey’s statements, specifically her referring to students as these kids, show that she is still 
navigating her own whiteness, functioning in Frankenberg’s (1993) second stage of 
development, color evasiveness. She continues to “other” (Grumet, 1988) the students in her 
school and has not fully accepted them to be her students. This ascription to the idea that all 
students have equal opportunities for success suggests that Kelsey has not yet transcended into 
Frankenberg’s third stage, race cognizance, that recognizes the structural inequities in the 
educational system. The above statement also fits into Hughey’s (2014) Color of Meritocracy 
categorization of the White savior construct. The hesitancy in their responses also suggests that 
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they are feeling the need to censor their true thoughts and feelings, not wanting to appear racist 
or intolerant (Mazzei, 2008).  
 These findings of hesitancy to discuss culture and deconstruct situations involving race 
are not surprising, due to the lack of teacher education coursework focused on recognizing and 
critically analyzing race, ethnicity, and gender in schools and equity pedagogy (Aggrey, 2003: 
Darling-Hammond, Hammerness, Grossman, Rust, & Shulman, 2005; Laughter, 2011; 
Shandomo, 2010). Recall that Kelsey specifically stated that she felt that these courses were not 
beneficial. Of the first required course she said: 
Kelsey: I dropped that class actually so it’s supposed to be the first introduction 
class…and it was an older white guy who was the professor, and he offended me 
SO bad because like when we got to the single-parent part, like I like hit the roof! 
 
Reflecting on the second required course, she concluded: 
Kelsey: Then I took the multicultural class…online, and I don’t feel like I got anything 
out of it honestly, because I don’t feel like it really, I don’t know…like if it’s [the 
content] not what you lived…it doesn’t really stick because it’s not what I’m used 
to hearing. 
 
Establishing Professional Authority 
Kelsey demonstrates difficulty and struggle with establishing her teacher identity and 
authority at the beginning of her teaching journey. At our first interview, she explicitly stated 
that she had a difficult time existing in two separate worlds: that of a student but also that of a 
teacher.  
Kelsey: I felt like I was in this weird limbo of a teacher but not a teacher…I felt like a 
staff member and a teacher, but then people would come in and undercut me, as is 
typical with student teachers, and it would kind of take my power away again. 
 
The conflicting expectations and context in which she is meant to perform created instances of 
self-doubt and tension with her colleagues and building leadership. She was particularly 
conflicted when she was expected to act in the role of full-time teacher but then reminded by her 
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mentors or administrators that she was still a student. Her navigation of the landscape of 
authority and the conduits through which power flows within the school is tedious and a 
continuous source of stress and uncertainty (Clandinin & Connelly, 1995; Craig, 1995, 2002, 
2013; Olson, 1995; Olson & Craig, 2001), another emergent theme that will be discussed in-
depth.  
Allie is entrenched in an internal battle of self-doubt. The confidence with which she 
began the school year has long been destroyed. At our final interview in December 2017, she 
was a shell of the person I met in late-July. She demonstrated concerning amounts of self-doubt 
and a severe lack of self-confidence, due largely to what she perceived as a lack of supportive 
mentorship and the difficulties of navigating the landscape of an urban school.  
Allie: I feel like, um I started to get my feelings hurt a little bit because I was like, “well I 
tried” and they’re like “but you didn’t try the right way”. Well I didn’t know the 
right way. Please teach me the right way and I’ll try the right way. 
 
She also questions the teacher residency programmatic decisions that she feels resulted in her 
poor mentorship. 
Allie: I don’t think my preparation was good enough just because I didn’t see best 
practices…I saw people that they were documenting…If I’m given a mentor, 
which is someone you’re supposed to emulate, who you are documenting, 
actively, why am I with them? 
 
Balancing the resulting impacts of her brain surgery with the constant, often frantic, day-to-day 
unpredictability of teaching has hugely contributed to her stress; which has only compounded to 
create a greater sense of failure and ineffectiveness. The pursuit of creating her identity as an 
educator has left her exhausted, empty, and ground down to her most basic self, of which she still 
has uncertainties. 
Allie: And so, it’s just kind of hard disassociating. And so, I’m trying to work on the 
“who should I disassociate,” so, they feel a little less like I’m their old sister and 
more like a teacher, because I do look very young. 
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She continues to describe her inability to find this balance: 
Allie: I’m trying to develop – and this is the perfect way to describe it where you have a 
soft heart but a heavy foot. You know, so I’m really trying to work on having that 
balance, sort of. And I think that would enable me to – that would help with life 
period, because I just come off as a very easy target, because I’m just very naïve. 
 
Allie concludes that she has lost herself through her first semester of full-time teaching: 
Allie: I think I need to develop a little bit more of a spine. Because I HAVE one, but um, 
it’s very fragile. And so, you know, just for life in general, but also as well as in 
teaching. 
 
Her attempts to construct two separate identities has resulted in a loss of self (Higgins, 1987, 
1989; Markus & Nurius, 1986; Markus & Wurf, 1987; Yuan, 2016). She seems unable to trust 
others in her building, but most devastatingly, she appears unable to trust herself as she has been 
shaken, sometimes to her core. 
Gaps in Teacher Knowledge 
 Aside from the personal development of the participants, the narratives also show 
considerable gaps in teacher knowledge, especially where classroom management and 
disciplinary procedures are concerned in an urban school in the particular school district in which 
the study was based. Although both women identified classroom management and discipline 
systems as areas of weakness and hesitation prior to beginning their full-time teaching positions, 
they both attribute their successes or failures to the models and mentors they observed during 
clinical teaching. Their stories offer insight into the power that mentorship possesses both in 
clinical teaching settings (Anderson & Stillman, 2010; Mason, 1997; Toshalis, 2010: Valencia, 
Martin, Place, & Grossman, 2009; Yuan, 2016) but also for novice teachers as they begin their 
journeys in their own classrooms.  
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Kelsey, although hesitant, had her management systems reaffirmed by her previous 
mentor teachers and had the opportunity to observe successful classroom managers during her 
clinical teaching. While she now feels confident in her ability to successfully manage behavior in 
her classroom, she is still hesitant to engage with parents, particularly in situations that require 
communicating negative information. This was an identified area lacking in knowledge from 
clinical teaching. Kelsey notes that she was never taught how to interact with parents, she never 
received an opportunity to practice her parent communication skills, and that the minimal 
opportunities available to her were quickly over-taken by her mentor teachers’ handling of the 
situation instead (Anderson & Stillman, 2013; Burant & Kirby, 2002; Farnsworth, 2010; Pohan 
& Adams, 2008; Stachowski & Frey, 2003; Stachowski & Mahan, 1998).  
This forms a contrast to Allie, who has received inconsistent support through formal 
mentorship and was paired with mentors during clinical teaching that did not provide successful 
models for her to enact. She largely attributes her failings at classroom management to the fact 
that she has never seen a successfully managed classroom that matches a style that she is able to 
borrow. Allie also articulates a large gap of procedural knowledge with disciplinary referrals and 
reporting. The situation that occurred with her having to report to law enforcement and Child 
Protective Services was further complicated by her lack of knowledge of the kind of language to 
use in her report and the sense of urgency on reporting timelines; all elements that were not 
discussed or covered in her teacher education program or her teacher induction experiences 
through her school district (Toshalis, 2010). She describes her interactions with administration as 
a result of using unclear language in her journal from September 15, 2017: 
The student had informed another student that he wanted to kill me. The student 
who had been informed repeated what had been said and used a slicing across the 
neck motion.  
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I made an inference, thinking that the student had said he wanted to “slit my throat”. 
After reporting it this way, I was called in. The administration wanted to know how 
I had come to the conclusion that that is what the student said. After we talked 
through it, I realized that I had made an inference instead of reporting the exact 
words.  
 
Because of this gap in her knowledge and skills of legal documentation, she grossly erred on 
more than one occasion when communicating with parents, creating greater instances of tension 
and conflict than if she had been taught and had the opportunity to practice language that 
explicitly describes the witnessed behaviors. These situations only contributed to her damaged 
sense of self-worth and her perceived image of authority among her students and their families. 
Making Sense of the Urban School Context 
 Another emergent theme focused on how each of the women attempted to make sense of 
the urban school context in which they were teaching. Both women struggled greatly to create an 
understanding of their surroundings and the players within them. This mitigation of the context 
includes learning the dynamics of school leadership, understanding and adapting to school 
district policy changes (Castro, 2010; Margolis, 2006; Toshalis, 2010), and learning to 
successfully interact with other staff members. While Kelsey and Allie’s stories present different 
challenges within this landscape, collectively they demonstrate the contentious paths that must 
be forged and the roles that must be played by novice teachers in order to assimilate into their 
new surroundings.  
 In Kelsey’s case, her ability to trust other staff members outside of her own grade-level 
team has been shattered. She recounted multiple incidents with administration, instructional 
coaches, and cafeteria staff that bring to light her feelings of being an outsider. She has 
internalized the notion that she is opinionated and needs to silence herself (Olson, 1995) within 
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staff meetings and interactions with administration, clearly noting that it is her intention to 
remain out of their view and keep her presence unknown. 
Kelsey: I’ve been trying to keep the policy of keeping my head down and staying in my 
lane. So, I don’t really like to talk to too many people outside of my team, ’cause 
it usually gets me in trouble. I have a mouth, and it just says inappropriate things 
and gets me in trouble. 
 
She has developed an insider-outsider relationship with herself and all other staff members with 
the exception of her grade-level team, whom she sees as her trusted support network. She is 
increasingly becoming less trusting of the outsiders and questions their intentions and the 
treatment of her students. When directly asked about how her interactions with other staff 
members have shaped who she is as an educator, Kelsey responded: 
Kelsey: It’s helping me remember that not everybody cares and not everybody has your 
best interests at heart. And um, people can use that to get further ahead. So, it’s 
helping me learn how to not be everybody’s friend. To be a good coworker and a 
good colleague doesn’t mean you have to be friends. 
 
This insider-outsider relationship has been reinforced and reaffirmed by her team members, who 
have also previous experiences with outsiders that have resulted in their distrust. 
Kelsey: I have a perfect mentor for that, because she got burned [by administration]. So 
I’ve learned that it’s best to just keep it within the team first, and then only go to 
administration. And it’s just reaffirmed by belief that you handle it first with those 
that you trust. 
 
Kelsey is being conditioned by her team members to trust only them, inherently distrusting the 
motivations and intentions of anyone else. The creation of this insider-outsider relationship and 
the trust issues that are present within staff dynamics only serve to fracture and bifurcate the 
professional knowledge landscape within the school. 
 Allie’s experiences highlighted issues with adapting to policy and procedural change and 
navigating relationships with building leadership. She particularly describes her inability to keep 
up with the district’s perceived constant changing of their lesson plan formatting and submission 
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systems. She noted that during the first two months of her full-time teaching assignment, that she 
had been given four different lesson plan formats and was currently on her fifth at the time of our 
second interview in October 2017.  
Allie: They [the school district] have been changing how we write our writing lesson 
plans. We’re on try number 5, a new format…since I’ve started [in August]. I’ve 
been counting, ’cause I’m like, this is change number 3, we’re cool…and then we 
get down to 5, and I’m like, this is not cool anymore. I’m not okay with this 
anymore. 
 
She continues to describe how these lesson plan changes have impacted her: 
Allie: I’ve been working till like, 7:00 every day. And it’s been – well, I mean, when they 
[the school] keep changing it on us, I have to find my own understanding of what 
they gave us. And so, I’ve been working very late. 
 
This created large misunderstandings in how she was expected to produce her lesson plans as 
well as created a disjointed relationship among Allie and the curriculum coaches in her building. 
She felt as if she was constantly being asked to change what she was doing in terms of her 
planning, never gaining enough traction with any singular format to really feel in control of the 
system or confident in her abilities. 
Allie: I’m learning to be much more flexible, especially whenever it comes to what I was 
taught in school and what it really is, ’cause there’s a LOT…I’m also learning 
because they keep changing it. I’m trying to be a more flexible person and not 
hyperventilate every time they do that to me…by the end of the day it’s going to 
be taught somehow. 
 
Allie concludes by describing how she feels the seemingly constant change impacts novice 
teachers the most: 
Allie: As a new teacher, all you use is your lesson plans, pretty much, to teach. So, when 
they change the format, you’re like…I have to write it, and then I have to make 
sure I understand what I wrote or what somebody else wrote, and then I have to 
teach it. So, it’s been very much a lengthy process, a very inefficient process…it’s 
been very trying. 
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This kind of rapid change is not uncommon in urban school contexts (Anderson & Stillman, 
2010; Castro, 2010; Lloyd, 2007; Margolis, 2006; Toshalis, 2010; Valencia et al., 2009) 
especially in districts that are involved in strategic improvement plans. However, it is not a 
reality that Allie was prepared for.  
 Additionally, Allie was forced to confront a number of her own assumptions about the 
community in which she was teaching. She made several comments during our time together 
regarding how she did not understand parents’ responses to a student’s performance on district 
tests. Allie found the student’s performance to be devastating and abysmal, only raising their 
score by ten points or scoring an overall twelve on the assessment; while the student’s parents 
found this improvement to be worthy of celebration. 
Allie: And same thing, as like, growing [test results] by ten points? My parents would've 
been like that's ridiculous! Come on, Allie, like, you're so much smarter than that. 
And you know, my parents would not be happy with me making, you know, a 12 
on something. They would freak out. 
 
This mismatch suggests that Allie has not considered that these particular parents may have had 
negative experiences with schooling and assessments themselves, and that these scores may very 
well be worthy of celebration. The lack of knowledge that Allie has about the families and 
community that she serves only acts to exacerbate the tension in her interactions. 
 Perhaps the harshest learning moment for Allie came as a result of being named in a 
parent letter to district leadership. This created an immediate perceived break in the 
administration’s trust of her as a professional and in her trust of them as supportive factors. 
Allie’s recognition of the conduit of responsibility within educational organizations as well as 
the top-down nature of schools (Clandinin & Connelly, 1995; Craig, 2002) was solidified 
throughout this experience, and her position within this power structure became explicitly clear. 
She is at the lowest level of importance and power, which leaves her feeling even more 
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ineffective, unable to question authority, and utterly stripped of any authority she may had been 
developing in her own abilities and performance. Additionally, this has created a need within 
Allie to maintain an outer depiction of confidence and success regardless of how much she may 
be struggling beneath the surface; a forced portrayal of her ought self (Higgins, 1987, 1989). 
Demonstrating her vulnerability is not an option for Allie, as she feels as if she will only be 
further taken advantage of (Dale & Frye, 2009; Kelchtermans, 1996, 2007, 2009). 
Allie: I’m a lot less trusting…because I’m just one of those people, like I meet you, and I, 
I trust you until you show me not to trust you. And so, I’m a little less like that 
because I’ve seen there’s some people you, I shouldn’t just automatically trust… 
I’ve become a little more like that [untrusting] because there’ve just been 
instances where I thought I never thought that would happen [but was taken 
advantage of]. 
 
Instead, having to continuously adapt to changing policies has reinforced Allie’s tendency to 
retreat into herself and has made her attempts to reach out for help even more labored.  
Teacher Induction and Attrition 
 Another emergent theme from this study is the impact of teacher induction practices and 
how poor initial experiences within a school setting can create feelings of uncertainty going 
forward, specifically when contemplating the decision to leave their current teaching assignment 
or teaching altogether. Although both of the women in this study discussed their futures in their 
current teaching assignments with uncertainty, they each uniquely showed how they had begun 
to craft their exit strategy and reasoning. In other words, even at the end of their first semester in 
the classroom, they had already begun to construct their stories to leave by (Schaefer, 2013; 
Schaefer, Downey, & Clandinin, 2014).  
Creating Knowledge Communities 
 In order to sustain themselves through the school day, both Kelsey and Allie attempted to 
create their own communities of knowing (Craig, 1995, 2013a; Olson, 1995; Olson & Craig, 
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2001). Kelsey has created this support system among her grade-level team, where she is allowed 
to live her authentic self, speak her mind freely, and ask for guidance without threat of losing 
credibility. Her description of her grade-level team suggests this: 
Kelsey: I don’t feel like completely overwhelmed…my team is amazing. Like, literally, I 
have the most supportive team you could have with my other kindergarten 
teachers. And they’re part of the reason I kind of have a pretty level head still 
right now. I actually feel like I’m not completely lost…we’re very well oiled, like, 
we work really well together. 
 
Additionally, Kelsey has developed an understanding that those outside of her knowledge 
community are not to be trusted or befriended. 
Kelsey: I’m not going to be as friendly with my coworkers. I think coworkers should stay 
at the place of business…My team, my mentor, my co-teacher, and then of course 
Allie are still going to be very close and important to me, but I don’t think I’m 
going to make many more friendships outside of that. 
 
The story that she has created for herself to live by during her school days is one of confidence 
and competence, the façade of which she is unwilling to let outsiders see through.  
Allie has also attempted to create her own knowledge community (Craig, 1995, 2013a; 
Olson, 1995; Olson & Craig, 2001), selecting her team leader, her former cohort mate (Kelsey), 
and a few other staff members in her building to act as her self-appointed mentors and support 
system. Allie relies heavily on Kelsey’s organizational skills and classroom management 
strategies to support her throughout the school day. Having established a bond in their teacher 
residency cohort, Allie relies on her friendship with Kelsey to provide both personal and 
professional reinforcement and validation. Allie also describes her team-leader and an 
instructional coach as positive forces within her knowledge community. 
Allie: He’s [the team leader] been giving me a lot of ideas. And so, we’ll sit and we’ll 
like, talk about, like, what I could do better. How he’s done it and been 
successful. We’ll model lessons for each other, stuff like that. So, for me, that’s 
been helping a lot. 
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Allie: There’s a coach who has kind of taken me under her wing. Because she was like, I 
realized that last year and last semester you didn’t see anything good. I was like, 
not really. 
 
Despite being uncomfortable in doing so, Allie does make attempts to engage with other staff 
members. She describes her attempts to interact with those outside of her knowledge community: 
Allie: I’ve learned a lot about teacher interactions with each other. Which is definitely 
something that I never really thought about…You think of yourself kind of as an 
island, but at the same time you make decisions with all these other people…I’ve 
really learned a lot about making sure that you’re helping other teachers, not 
hurting them. 
 
Although she attempts to interact with those outside her knowledge community, Allie also takes 
steps to actively isolate and disengage in situations where she does not feel valued. At the 
conclusion of the study, her interactions within her grade-level team had become very strained. 
Allie: My team is kind of a, uh, very complicated team. We have a lot of strong 
personalities. I’m not one of them. I just kind of sit in the back and chill and say 
“you do you and I’m just gonna do my job and keep chugging along and keep 
trying to learn”.  
 
While her community is smaller, Allie feels safest with these individuals and able to fully own 
her vulnerability and struggle; receiving respite from the exhausting maintenance of the image, 
her ought self (Higgins, 1987, 1989), she is so desperately attempting to portray.  
Developing Cover Stories 
The lack of attention given to teacher induction by Peterson ISD has caused both women 
to draw conclusions about school procedures and rely heavily on more experienced staff 
members and school leadership. This has created a feeling of dependency for both women, but 
also has contributed to their feelings of uncertainty and lowered self-confidence. Kelsey has 
shown that she is more willing to jump into situations, trust her intuition, and ask for clarification 
after the fact; whereas, Allie is mostly hesitant and does not seem to trust herself, continuously 
asking for permission prior to acting. These feelings have prompted both women to craft cover 
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stories (Crites, 1979; Gilligan, 1991; Olson, 1995) for how they want to be seen as functioning in 
their first year of teaching; when in reality, both Kelsey and Allie are living a much different 
secret story (Clandinin & Connelly, 1995; Crites, 1979).  
Cover stories, in this study, are the narratives crafted to articulate Higgins’ (1987, 1989) 
ought self, descriptions of life and functioning that fit within a commonly accepted and well-
received story of teaching and learning. Olson (1995) states that these are “stories we tell in 
order to fit in with what we believe to be the authorized versions in our society” (p. 128). These 
carefully crafted cover stories arise out of a need to minimize, silence, and hide more accurate 
yet unsavory lived experiences; presenting Kelsey and Allie with a decision of “choosing to tell 
(and trying to live) a cover story…or of authoring versions which fit within their narrative 
knowing” (Olson, 1995, p. 128). Cover stories also function to prevent the social consequences 
that could result from openly sharing stories of the actual self (Higgins, 1987, 1989). Given the 
precarious political position novice teachers occupy within the professional landscape of schools, 
ascribing to and actively voicing a cover story helps afford them a position of safety and security 
(Craig, 1995, 2002, 2013a). 
Kelsey’s cover story is one where she is confident, assertive, and a tireless advocate for 
her students while her secret story shows her desperate need for validation and affirmation from 
her school leadership. Although she desires to remain relatively anonymous in her building, she 
craves positive recognition and to be told that she is doing a good job. She is less reliant on her 
teacher education and is crafting her cover story organically as she navigates the landscape of her 
building. This is seen through her changing verbiage throughout the study. In the first interview, 
she maintains excitement tempered with a socially appropriate amount of hesitation for a new 
teacher assuming full-classroom responsibility for the first time. She said: 
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Kelsey: I think it will be a good year. I can’t believe I’m gonna be like, IN that [the 
kindergarten] hallway, but have MY classroom! 
 
Kelsey: I feel like I still don’t know what I’m going to do with them all day. Like I, I 
know the routines I want to teach and I have my classroom management system 
ready to go, and I have all my stuff to put up on my walls, but then like doing 
centers and teaching them and stuff like that…I’m worried, but not too worried. 
 
Additionally, her cover story maintains that she is confident with the curricular and pedagogical 
elements of teaching. 
Kelsey: I love our phonics – our phonemic awareness activities. We do a lot of oral 
language with this reading routine program…I love it, love it, love it. 
 
Yet, her secret story (Crites, 1979; Clandinin & Connelly, 1995) shows her growing frustration 
with the prescribed curriculum. She describes perceived gaps in the curriculum, exposing areas 
where she has to provide supplemental instruction. 
Kelsey: And I need to teach my kids how to make letters still…And so I feel like I’m 
having to sneak in sight word instruction…I feel like some of the basics I’m 
having to kind of sneak in there. 
 
Kelsey: I think it should be kids exploring the numbers. But the hard part was, is I’m 
trying to teach my kids how to write the number 17, and they don’t even know 
how to write the number 1. 
 
Olson (1995) notes that by remaining true to the prescribed curriculum, teacher candidates and 
novice teachers are able to “divert attention from what students find problematic” (p. 131). This 
is seen in Kelsey’s overt praise of the district literacy and mathematics curriculum paired with 
her covert critiques. 
 Kelsey maintains her cover story through the entire study. In her final interview, she 
states: 
Kelsey: I love my team members, I love them. And I love the kids in my school. And 
honestly, most parent interactions have been really good. Like, my parents care. 
Just enough to where they’re like supporting but not to where they’re questioning 
your education. So it’s like the perfect balance. 
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This statement is immediately followed up by her secret story: 
 
Kelsey: But as far as the policies and the expectations put on teachers? I don’t know, it’s 
not good…I guess I knew there was a lot of paperwork and that teachers were 
blamed for this that weren’t in their control. I KNEW that. But it’s worse than 
what I thought it would be I guess. 
 
The duality of her stories is also seen in her final journal entry from December 31, 2017, where 
she attempts to show her commitment to presenting a positive first semester of teaching: 
As I sit here and reflect on different instances I am trying to find incidents of 
cultural mismatch and honestly there weren’t that many. I feel comfortable at my 
school; this is my second year in this community. I know students in all grade levels 
and know every single staff member on campus. I have built so many relationships 
from being a student teacher to now, I feel at home at D. L. Moudy. Don’t get me 
wrong, it’s hard. There are lots of days I feel way in over my head. 
 
Although she hints at struggles as a novice teacher, these are not articulated in a manner that 
would risk exposing her secret story. 
Allie’s cover story is one that shows she has a command of her content knowledge and 
lesson planning, that she can confidently engage with parents and families, and that she is 
building positive relationships with her students, no matter how few may remain in her 
classroom. She maintains that she is surrounding herself with more knowledgeable staff 
members, attempting to learn from their authority rather than recognizing and developing the 
authority within herself (Olson, 1995). When recounting the mentorship she received during her 
clinical teaching, she voiced her cover story at the first interview: 
Allie: [During the first semester] I learned as much as I could. My mentor and I didn’t 
really click. And so, um, I learned a lot from the people around me and also from 
a teacher who was going through, who was going through it was her first year. I, I 
kind of learned a little bit from her about how she was taking things, good and 
bad, but um, I yeah. I just kind of uh, focused on the good in what my mentor 
could give me. 
 
However, by the last interview, she was clearly sharing her secret story: 
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Allie: And so, that’s the whole point, is that you see what you’re SUPPOSED to do, 
what’s good to do, and all I saw was what I shouldn’t do. And so, it kind of stinks 
because, I mean, I don’t have anyone to model myself after. 
 
Allie’s cover story can also be seen when she is discussing her team dynamics. At the beginning 
of the study, she stated: 
Allie: We’re very cohesive. Our team lead is very much about, like, he’s like “I’ve never 
been on an unsuccessful team – I refuse that this is going to be an unsuccessful 
team just because we’re an experiment.” So, we’ve been working a lot on making 
sure that we’re all on the same page. 
 
The cover story that Allie is attempting to maintain begins to slip over the course of the semester, 
and during our last interview, she openly discusses the reality of her team dynamics. She 
describes situations where she disengages and how she feels as if her team members are 
harboring bitterness against her. 
Allie: There’s been a lot of like…bitterness because they’ve had to take on some of my 
students…but at the same time I don’t know what I could’ve done differently with 
that situation. And so, um, there has been a little less support on that end too. 
 
Allie: My team is kind of a, uh, very complicated team. We have a lot of strong 
personalities. I’m not one of them. I just kind of sit in the back and chill and say 
“you do you and I’m just gonna do my job and keep chugging along and keep 
trying to learn”. 
 
Her secret story shows the reality of how Allie is slowly self-destructing, not trusting herself 
professionally or personally, and unable to reach out of her downward spiral for a hand of 
assistance from even those in her self-constructed knowledge community and support network. 
The active maintenance of projecting her cover story can be seen explicitly when Allie was 
asked about the emotions she was experiencing in her first six weeks of teaching. She responded: 
Allie: Do they have to be good? ‘Cause they’re not all good… 
Samantha: No, they need to be real. 
Allie: Exhaustion, annoyance, a little bit…a little frustrating. 
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By our final interview, her response was one word: heartbreak. Although she is beginning to 
share her secret story within her knowledge community, in a formal sense, she attempts to 
maintain her cover story; yet, she is beginning to establish her own narrative authority (Craig, 
1995; Olson, 1995; Olson & Craig, 2001) based on her experiences during this first semester 
(Munby & Russell, 1994). This is seen in an excerpt from her final journal entry in December 
2017: 
I am developing a poker face, I am also developing a plan. That has been my 
problem from the start. I didn’t even know where to start with a plan. This is where 
I think my trial by fire has been necessary. 
 
I have had advice coming at me from all sides, but instead of listening to myself 
and figuring out, for myself, what works, I have been trying bits and pieces of 
advice that I think will work for me.  
 
Now that I know my teacher self a bit better, I have been able to figure out what 
works with my class and with me 
 
Images of the Urban Context 
 A final emergent theme from this study is the imagery used to describe the context of 
urban schools being heavily infused with images of fire, flames, burning, and heat. Phrases such 
as “baptized by fire”, “getting burned”, and “trial by fire” were used (Polkinghorne, 1988) in 
interviews and reflective journal entries. The novice teacher as coffee metaphor described at the 
outset of this chapter is a further example of how the imagery of fire was used to describe the 
transition from student teaching to being and becoming a full-time educator. This insistence on 
the elements of heat and fire as a way of strengthening and deepening the commitment to the 
profession is revealing (Lakoff & Johnson, 1980). The insinuation in the coffee metaphor is that 
the only way that teachers can be successful is by undergoing an almost traumatic process of 
being hardened by fire, ground down to their most basic selves, and left to steep in their own 
self-analysis and reflection. Despite the seemingly negative connotations surrounding the 
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imagery of fire, there are two prevalent conceptualizations of the force: it can either refine or 
destruct, forge or destroy. 
 One representation of this fire imagery is a force that is destructive. Fire is commonly 
used as an image to describe anger, rage, despair, and destruction. Descriptions such as burning 
bridges, wrath of a vengeful God using fire and flame, and having your feet to the fire coincide 
with much of Allie’s uses of this image. Allie describes being burned by colleagues, of being 
baptized by fire and of enduring the heat from her administration. Examples from interviews 
show fire imagery to mean destructive, chaotic, or a loss of control: 
Allie: In the beginning, I felt VERY out of control. Very like, um, I guess baptized by 
fire kind of thing. 
 
Allie: I know what a classroom should look like on day one, because you know, I was 
THERE on day one…I know what this first week is going to be like… but you 
don’t know that until you’re there and an experienced teacher TELLS you that’s 
what it’s like and you’re like “Oh! Ok, so the building IS supposed to be on fire. 
Ok. I got it!” 
 
Kelsey also articulates this conceptualization of fire imagery: 
 
Kelsey: There’s a lot of heat from up top, which has then made the people in charge of 
my building stressed, which is therefore negatively impacting the environment. 
Kelsey: And I have a perfect mentor for that, because she got burned [by administration]. 
So I’ve learned that it’s best to just keep it within the team first, and then only go 
to administration. 
Although this conceptualization of fire is used to show destructive moments of transitioning into 
full-time teaching, it can also be used to describe an ending, such as when used to describe the 
setting sun. While Allie constructs elements of her narrative using the ruinous conceptualization 
of fire, she does so without panic and fear, as if she has resolved herself to this being the current 
reality of the context in which she exists and has accepted her role within it. This is seen in 
Allie’s final journal entry: 
This is where I think my trial by fire has been necessary. 
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I have had advice coming at me from all sides, but instead of listening to myself 
and figuring out, for myself, what works, I have been trying bits and pieces of 
advice that I think will work for me.  
 
She speaks of the fire as deleterious and chaotic, but as a force that will undoubtedly leave her 
changed; however, changed for better or worse has yet to be decided. 
 Alternately, the image of fire can be used to describe the process of becoming 
emboldened and fortified, resulting in a stronger, more stable version of oneself. This imagery of 
fire is seen in the poetry of Audre Lorde (1988), specifically in her collection of essays entitled, 
A Burst of Light: and Other Essays. In this collection, Lorde describes how she transformed her 
fear of a cancer diagnosis into a fire for a passionate life. Ayers (2006) also draws upon this 
conceptualization of fire to describe transformative teaching practices. His utilization of the 
metaphor, “a single spark can start a prairie fire” (p. 17) is similar to Lorde’s “burst of light” 
(Popova, 2018) in that it demonstrates the galvanizing and restorative power of fire. This 
conceptualization is seen in many of Kelsey’s interactions with school staff and administration. 
Kelsey describes how negative interactions with staff members or feeling invalidated as 
an early childhood educator has lit a fire under her to learn more – a fire of knowledge and a 
need to know more about her craft being sparked within her. Using this image of fire as a 
motivating factor to continue to educate herself and hone her craft demonstrates her propensity to 
allow potentially damaging situations to galvanize her rather than viewing the fire as a threat. 
She utilizes the metaphor to demonstrate her willingness to tackle the challenges in front of her; 
however, she fully attributes this feeling of being empowered and emboldened to the strong 
support of her knowledge community. In contrast to Allie who has become resigned to the fire, 
Kelsey’s fire presents itself as the inspirational image of a sky ablaze during a sunrise – 
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recognizing the presence of the fire, but viewing it as powerful, hopeful, and an opportunity for 
growth. 
Reflective Conclusions 
 Through storying and restorying Kelsey’s and Allie’s narratives, the themes of teacher 
identity, gaps in teacher knowledge, making sense of the urban context, teacher induction and 
attrition, and images of the urban context emerged as previously described.  While these offer 
insights into some of the more procedural elements of navigating the landscape of a novice 
teacher in an urban context; greater conclusions can be drawn from their overall narrative 
perspective. In an attempt to maintain their emotional wellbeing through the transition to full-
time teaching placements, both women constructed a cover story (Clandinin & Connelly, 1995; 
Crites, 1979; Gilligan, 1991; Olson, 1995) to engage with and portray in their daily lived 
experiences in their schools. These cover stories are almost completely different from their secret 
stories that authentically represent the daily defeats both women faced.  
Although each woman crafted a strikingly unique cover story, there were some 
commonalities to their chosen narratives as well. The first is that these cover stories were 
constructed in order to pacify their building and district leadership and to present themselves as 
competent beginning teachers who are impervious to situations that make them feel vulnerable 
(Kelchtermans, 1996, 2007, 2009) in their school contexts. The notion that successful novice 
teachers are positive, enthusiastic beings who do not pose too many questions or question those 
in supervisory roles was reinforced by both building leadership and more seasoned teachers. 
These cover stories became problematic when both women entered an unknown landscape 
within the urban school context. Although both participated in the urban teacher residency 
program, they were not fully able to develop an understanding of their role as a classroom 
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teacher in this landscape until they had transitioned fully out of the role of a student. 
Furthermore, the creation of their narratives is complicated by the White savior construct, as it is 
“marketed as plausible and moral narratives in which whites are invited to idealize and identify 
with these white saviors and role models and to take up a racial crusade” (Hughey, 2014, p. 171-
172). The White savior construct is simply another layer to their crafted cover stories, 
demonstrating popularly accepted and validated depictions of cultural competence and fulfilling 
the narrative already present in popular film. 
These cover stories were created to not only pacify their supervisory leadership, they 
were also performed for and influenced greatly by interactions with parents and families within 
their school community. The incident with Allie being outed in a letter to district leadership, by 
parents who assumed her to have personality conflicts with their student stemming from racial 
tensions set Allie on a destructive path of questioning her own capabilities, understandings, self-
worth. From that point onward in her development, she continued to reflect upon that particular 
incident, and how each of the stakeholders with whom she interacted responded to it. The intense 
self-scrutiny in which she engaged no longer just applied to her interactions with parents, but 
now extended to all interactions with her students, her colleagues, and her administration as well. 
Allie repeatedly describes how she lived in fear that her students could see through her cover 
story and would call attention to her secret story (Clandinin & Connelly, 1995; Crites, 1979), her 
actual self (Higgins, 1987, 1989) and the vulnerability (Kelchtermans, 1996, 2007, 2009) she 
felt.  
As both novice teachers in their urban school contexts devoted precious time and energy 
into crafting and upholding their personal cover stories, they simultaneously existed on a 
landscape with its own secret and cover stories. Cover stories about the performance of the 
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school, the school climate, and the urban teacher residency university partnership were all 
actively maintained by both sides of the partnership (D. L. Moudy Elementary School, 2016; 
University Briefs, 2016, 2017) However, Allie’s and Kelsey’s authentic, more truthful and 
accurate representations of their experiences highlight the harsh truths faced by novice teachers 
in urban school settings (Schatz-Oppenheimer & Dvir, 2014). Kelsey’s secret story, as examined 
previously, is characterized by her felt need for validation and approval from her building 
leadership and staff members outside of her knowledge community. She maintains that she is 
working extremely hard to be the best early childhood educator she can be, while engaging in 
self-study of early childhood pedagogy; yet often feels this extra work is being done for naught. 
Her secret story also shows that although she attempts to claim otherwise, that she does possess 
insecurities about her abilities. She continuously questions herself but does not want to dwell on 
this perceived flaw. She wants to portray herself as a culturally competent educator who builds 
meaningful, empowering relationships with her students and families; however, in reality, she is 
still quite hesitant and lacking strategies to engage her students’ parents who are more non-
responsive.  
 Despite the existence of Kelsey’s crafted secret story, hers represents the narrative by 
which she lives her daily life, her story to live by (Clandinin & Connelly, 1998). Allie’s secret 
story, as examined previously, is one that she is developing as she finds ways to convince herself 
to go to work each day, while also being ever cognizant of the possibilities outside of her current 
school placement; in other words, she is actively crafting her story to leave by (Schaefer, 
Downey, & Clandinin, 2014). This secret story that Allie is developing is fraught with self-doubt 
and highlights the emotional devastation that can occur within novice teachers left without a 
solid support system. She is left to fend for herself in all aspects of her teaching life; feeling 
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ineffective and questioning her choices. She feels attacked by leadership, uncertain of herself, 
and has begun to question the stability of her own mental and emotional health. In fact, these 
concerns have become so prevalent that her family is now seeking additional supports for her in 
her personal life, ensuring her personal safety during times of extreme stress, anxiety, and 
depression. Allie’s secret story is one of heartbreak and assumed failure at every turn, but also 
feelings of voicelessness and a sense of being unworthy of the assistance she is all but begging 
for. 
 The exploration of cover stories versus secret stories has caused a great deal of reflection 
on my own development as a successful educator in an urban context. I draw many parallels 
between Kelsey and Allie and me, specifically the ingrained understanding of needing to project 
a cover story outwardly of my ought self (Higgins, 1987, 1989) to fellow staff members and 
school leadership. In my own novice teaching years, I vividly remember moments of exhaustion, 
getting into my car in the evening well after sunset, and thinking I was living a false truth. 
Feeling the tension that accompanies having your foundational understanding and knowledge 
challenged, but not having an outlet through which to process these emotions. Ultimately, I also 
created my own support system of trusted teachers—knowledge communities—in my school; 
those who were in their third year or beyond, to whom I could reveal my true self – the actual 
self (Higgins, 1987, 1989) that was struggling, who felt emotionally out-of-control. The self who 
was feeling as if I was trying my hardest and always coming up short but was too emotionally 
invested in my students and hard-headed to even fathom quitting. The validation and guidance 
from experienced teachers, granting me permission to fully own and admit my struggles, was 
empowering. The understanding that others had lived this experience and that they were not only 
able to persist but thrive and find immense joy in their roles as educators offered hope when it 
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was desperately needed by me (Orland-Barak & Maskit, 2011). It is this hope and empowerment 
that is seemingly absent, at least at this stage of their transition into teaching, for both Kelsey and 
Allie. 
 These conclusions are by no means exhaustive. Working with both White women has 
shown many more areas for future research and inquiry. However, their responses do show the 
power of transitionary procedures, or lack thereof, in supporting novice teachers. This 
transitionary space must begin to be more fully explored and examined for ways to improve the 
crossing-over from student to teacher. The navigation of this shifting landscape results in shifting 
identities; therefore, ways that continue to supportively build-up teachers in the space rather than 
creating and reinforcing structures that tear them down must be considered. The creation of 
communities of knowing for themselves to exist within and feel successful provided a safe haven 
for both of the women in unique ways. Additionally, their unique narratives show how, given the 
same preparation coursework sequence and the opportunity to participate in an urban teacher 
residency, produced two strikingly different resulting novice teacher experiences (Michie, 2007). 
This only cements the need for a focus on identity development throughout the preparation 
process, as well as an intentionality with mentor pairings during both clinical teaching 
experiences and throughout the initial years of teaching. This also highlights the need for teacher 
induction programming and an ongoing commitment to novice teacher identity development so 
that the political and professional landscapes can be more easily navigated by new teachers. 
Implications 
 The results of this inquiry present a number of challenging and sensitive findings and 
implications, to which one might be quick to offer a number of programmatic changes and 
contextual suggestions in an attempt to generalize themes from the individualized experiences of 
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the women involved. However, due to the sensitive nature of these findings, I would instead 
offer a series of questions for consideration (Craig, 2012; Schwab, 1969). Many of these queries 
echo those posed at the outset of this study; however, Kelsey’s and Allie’s narratives both 
articulate a need for continued examination of these considerations. 
Programmatic questions related to strengthening teacher education for urban contexts 
would include: How can universities ensure quality mentor placement throughout clinical 
teaching experience (Arvaja, 2016; Hong, 2010; Ingersoll & Strong, 2011)? What kinds of 
structures can be put into place to prevent clinical teachers from having to remain in toxic 
mentorship situations (Zozakiewicz, 2010)? How can school communities best include and 
support clinical teachers, specifically those in urban contexts (Dell’Angelo & Seaton, 2016)? 
How can universities infuse parent interaction and communication skills into their coursework 
and teacher education (Bloom et al., 2015)? How can teacher education shift from preparing for 
the best-case-scenario to preparing for the realities faced by teachers, specifically in terms of 
disciplinary structures (Anderson & Stillman, 2013)? How can teacher education programs 
prepare teacher candidates to interact with law enforcement and state agencies such as Child 
Protective Services (Toshalis, 2010)? How can identity development, specifically focused on 
examining the roles that teachers play in maintaining oppressive educational structures, be 
incorporated into teacher preparation and into clinical teaching (Adair, 2008; Hancock, 2011)? 
How can universities and preparation programs teach, practice, and reinforce teacher candidates 
establishing positive self-care routines (Eldor & Shoshani, 2016; Moѐ, 2016)?  
When examining the transition into novice teaching years, the urban teacher residency in 
which both White women participated in presents a unique opportunity to address and consider 
partnerships between universities and school districts. Because a partnership had already been 
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established, the contextual foundation and understanding from the university and Peterson ISD 
had already been laid. Questions for consideration in this context include: How can students be 
incentivized to participate in the urban teacher residency program without feeling as if they are 
then pressured into employment or further commitment to the district in the event of tension or 
unsuccessful experiences? Which entity holds authority over the teacher candidates and how 
does this role of authority shift as they transition from student to teacher? How can mentorship 
for novice teachers be strengthened to provide greater consistency longitudinally so that more 
deeply trusting relationships can be formed (Zozakiewicz, 2010)? Should novice teachers be 
serving the desires and needs of the upward conduit of authority (e.g., of their administration, 
leadership, and curriculum coaches) (Craig, 2002, 2012) or focused on the needs of the students 
in their charge and care (Noddings, 1992)? What kinds of ongoing training, self-study, or 
professional development can be offered to novice teachers to continue their own identity 
development (Lambson, 2010; Schaefer, 2013, Schaefer, Downey, & Clandinin, 2014) 
specifically focused on mediating issues of cultural mismatch? How can the university continue 
to support novice teachers into their beginning years in the classroom? Could an additional 
mentor support position be created for the sole purpose of supporting novice teachers in an urban 
context, responding to their needs, offering classroom management support, and providing relief 
when mental health breaks are needed? How can teacher wellness and self-care be prioritized 
and supported by both entities (the university and the school district) throughout the transition to 
full-time teaching and novice teaching years? 
These queries present multifold challenges that must be considered and discussed not 
only by university faculty and researchers, but also in conjunction with the school districts in 
which their teacher candidates are placed for clinical teaching and subsequently hired as staff 
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members. Although ongoing partnership with universities and school districts presents a number 
of logistical, political, ethical, and financial conundrums; I vehemently maintain that it is 
irresponsible of either entity to absolve themselves of responsibility to their students and teachers 
once a candidate has transitioned from their rosters. The issue of teacher attrition, specifically for 
novice teachers in urban schools, is a multi-faceted, multi-layered challenge that will not be 
improved by simply transferring the onus of responsibility through the pipeline from university 
to teacher induction program to school districts. Both women in this study endured the effects of 
internalizing their failures and missteps as their own failings rather than a result of small 
inconsistencies or gaps of knowledge along their transition. Neither had an inkling that that they 
were part of a growing local, national and international phenomena (Craig, 2017).  
Future Research Possibilities 
Throughout this study, I have been pushed to examine many of my own recollections of 
my early years of teaching and the emotions that prevailed. Looking to the future, I see two 
major trajectories for the continuation of this work. The first is borne out of the relationships I 
have established with the women within this present study. Kelsey and Allie have impacted me 
as a researcher, but also as a teacher educator. Their experiences hold value and power and it 
would be irresponsible of me to not continue their stories into the future. As I have become a 
member of each of their knowledge communities and support systems, their stories will continue 
to impact and influence my own. Although this mentorship and support will continue on an 
informal basis, I would like to formally capture each of their reflections at the end of their first 
year of teaching and beyond, likely at the three-year and five-year milestones. The conversations 
held at these moments in time, regardless of where or if they are still teaching, will undoubtedly 
yield powerful insights into the constructed realities of novice teachers. Changes in their school 
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contexts and teaching assignments or career paths will allow for new transitional processes to be 
examined and will allow Kelsey and Allie’s narratives to more fully develop. 
Aside from the current participants, I would also like to conduct a similar study with 
White women who participated in a more traditional clinical teaching experience rather than the 
specialized urban teacher residency program. I am interested in capturing the experiences of 
women in this context who, in practice, have not received the sustained year-long experience in 
an urban context. Curiosities around how their narratives would be similarly or differently 
constructed from the current participants are pressing.  
Ultimately, the next directions of this research are only limited by the boundaries of the 
researcher. A number of questions were posed for consideration based on the findings of this 
study, and each of those questions represents a query for in-depth study. Because the original 
aims of this study were to examine the transition from student to teacher, capturing the story of 
the women engaged in this process was paramount. The imagery chosen to describe and relate 
their experiences, being so heavily centered on the image of fire and flames, is quite interesting 
and bears further exploration in the context of novice teaching, or perhaps even fire as a 
metaphor in the greater narrative story of teaching and learning. 
Parting Thoughts 
As I conclude this study, I cannot help but reflect upon its beginnings. This work is 
rooted in my own experiences as a White woman beginning my teaching journey in an urban 
school context. Reflecting on my own struggles of navigating a new landscape with which I had 
limited knowledge, facing my own fears, assumptions, confusions, and hesitations often 
unassisted by others in my building. I am incredibly thankful that I had building leadership that 
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had become so disillusioned by the perceived “revolving door” of young White teachers in their 
building that they were committed, at times aggressively, to our success.  
This success was far from an individual endeavor, nor was it a smooth transition period. 
In fact, many of the elements of Kelsey and Allie’s stories resonated deeply within me and 
caused me moments of pause and reflection to process my now somewhat buried novice teaching 
years. Their struggles of finding themselves, their teacher voices, and their role within the school 
context reminds me of many of my own obstacles. Like Kelsey, I held strong opinions about 
educational best practices, I outwardly portrayed a cover story (Clandinin & Connelly, 1995; 
Crites, 1979; Gilligan, 1991; Olson, 1995) of confidence that seemed unshakeable, and I openly 
and freely acted as a protector of my students. At times, this protective nature extended to the 
point of exhibiting savior characteristics (Hughey, 2014). Yet, like Allie, I was hesitant in my 
interactions with my administrators, I often silenced myself in large staff meetings, and I made 
numerous missteps when engaging with parents. Being a special education teacher, these parent 
interactions were foregrounded in my experiences, as organizing and facilitating IEP meetings, 
monitoring progress on IEP goals and objectives, and communicating a wide range of student 
needs and behaviors was a central part of my job description; however, these interactions were 
also a large creator of self-doubt and questioning my training, expertise, and authority. 
The creation of knowledge communities and finding mentors in unlikely sources 
throughout my school was a tireless process, one that often left me questioning my desire to stay. 
However, given the guidance of teachers who had experience with the context of the building 
and the community in which it was located paired with a great deal of self-analysis and 
reflection, I was able to find success. Furthermore, being told by trusted mentors that the range 
of emotions and challenges I was experiencing was valid, legitimate, and allowed was 
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immensely empowering and ultimately allowed me to abandon my cover story and begin living 
my authentic truth in my day-to-day interactions. Becoming my best-loved self (Craig, 2013b, 
2017) with my students, with their families, with the greater school community, and with my 
building and district administration provided me with an opportunity to fully develop into the 
educator I knew I was capable of being. The transparency and vulnerability (Kelchtermans, 
1996, 2007, 2009) I demonstrated allowed my students and colleagues to show the same; 
resulting in deeper, more authentic, meaningful, and asset-based relationships (Ladson-Billings, 
1994, 2011). Conclusively, constructing and living my authentic story, allowed me to find joy 
and passion in work, my students, and my school. My authenticity fed the fires of fulfillment in 
my journey. 
The culmination of this study also marks a new period of transition into which I am about 
to embark. Completing the requirements of my doctoral studies and transitioning into a faculty 
position presents a similar process to that of my participants. I return to the teachers as coffee 
metaphor presented at the beginning of this chapter. While it was initially described as a process 
through which novice teachers undergo; I am now drawing parallels to my own upcoming 
transitional shift of joining the professoriate. Once again, I will be navigating an entirely new 
landscape. I will be leaving behind the role of a student and fully adopting the role of a teacher 
educator. I look forward to the challenges this will undoubtedly bring and will carry within me 
the insights that this study has offered; embarking a new knowledge landscape and continuing to 
craft my ever-evolving story with the knowledge gained through the powerful narratives of 
Kelsey and Allie. 
  177 
REFERENCES 
Adair, J. (2008). White pre-service teachers and “de-privileged spaces”. Teacher Education 
Quarterly, 35(4), 189-206. 
Aggrey, L. K. (2003). Chapter eleven: White identity development in pre-service teacher 
education. Counterpoints, 218(The Future of Educational Studies), 179-187.  
American Council on Education. (1999). Transforming the way teachers are taught: An action 
agenda for college and university presidents. Washington, D.C. 
Anderson, J. D. (1988). The education of blacks in the south, 1860-1935. Chapel Hill, NC: 
University of North Carolina Press.  
Anderson, L. M., & Stillman, J. A. (2010). Opportunities to teach and learn in high-needs 
schools: Student teachers’ experiences in urban placements. Urban Education, 45(2), 
109–141. 
Anderson, L. M. & Stillman, J. A. (2013). Student teaching’s contribution to pre-service teacher 
development: A review of research focused on the preparation of teachers for urban and 
high-needs contexts. Review of Educational Research, 83(1), 3-69. 
Anyon, J. (2005). Radical possibilities. New York, NY: Routledge. 
Arvaja, M. (2016). Building teacher identity through the process of positioning. Teaching and 
Teacher Education, 59, 392-402. 
Ashton, P. T. & Webb, R. B. (1986). Making a difference: Teachers’ sense of efficacy and 
student achievement. New York: Longman. 
Ayers, W. (2006). A single spark can start a prairie fire: Teaching toward transformation. 
Schools: Studies in Education, 3(2), 17-27. 
  178 
Baldridge, B. J. (2017). “It’s like this Myth of the Supernegro”: Resisting narratives of damage 
and struggle in the neoliberal educational policy context. Race Ethnicity and Education, 
20(6), 781-795. 
Bandura, A. (1986). Social foundations of thoughts and actions: A social cognitive theory. 
Englewood Cliffs, NJ: Prentice Hall. 
Bandura, A. (2001). Self-efficacy beliefs as shapers of children’s aspirations and career 
trajectories. Child Development, 72(1), 187-206. 
Bloom, D. S., Peters, T., Margolin, M., & Fragnoli, K. (2015). Are my students like me? The 
path to color-blindness and white racial identity development. Education and Urban 
Society, 47(5), 555-575.  
Brock, C. H., Moore, D. K., & Parks, L. (2007). Exploring pre-service teachers’ literacy 
practices with children from diverse backgrounds: Implications for teacher educators. 
Teaching and Teacher Education, 23(6), 898–915. 
Brown, A. (2013). Waiting for Superwoman: White female teachers and the construction of the 
“neoliberal savior” in a New York City public school. Journal for Critical Education 
Policy Studies, 11(2), 123-164. 
Brown, G. & Irby, B. J. (2001). The principal portfolio (2nd ed.). Thousand Oaks, CA: Corwin 
Press, Inc. 
Brown, K. D. (2014). Teaching in color: A critical race theory in education analysis of the 
literature on pre-service teachers of color and teacher education in the US. Race Ethnicity 
and Education, 17(3), 326-345.  
  179 
Burant, T. J., & Kirby, D. (2002). Beyond classroom-based early field experiences: 
Understanding an “educative practicum” in an urban school and community. Teaching 
and Teacher Education, 18(5), 561–575. 
Cann, C. N. (2015). What school movies and TFA teach us about who should teach urban youth: 
Dominant narratives as public pedagogy. Urban Education, 50(3), 288-315. 
Carter, N. P., & Larke, P. J. (2003). Examining INTASC standards through the lens of 
multicultural education: Meeting the needs of underserved students. In N. P. Carter (Ed.), 
Convergence or divergence (pp. 55-70). Washington, DC: AACTE Publications.  
Castro, A. J. (2010). Negotiating challenges in teaching for critical multicultural citizenship: 
Student teaching in an accountability driven context. Action in Teacher Education, 32(2), 
97–109. 
Chase, S. E. (2005). Narrative inquiry: Multiple lenses, approaches, voices. In N. K. Denzin & 
Y. S. Lincoln (Eds.), The Sage handbook of qualitative research (3rd ed.) (pp. 651-679). 
Thousand Oaks, CA: Sage Publications. 
Clandinin, D. J. (1986). Classroom practice: Teacher images in action. Philadelphia, PA: The 
Falmer Press. 
Clandinin, D. J. (1992). Narrative and story in teacher education. In T. Russell and H. Munby 
(Eds.), Teachers and teaching: From classrooms to reflection (pp. 124-137). 
Philadelphia, PA: The Falmer Press.  
Clandinin, D. J. & Connelly, F. M. (1995). Teachers’ Professional Knowledge Landscapes. New 
York, NY: Teachers College Press. 
  180 
Clandinin, D. J. & Connelly, F. M. (1996). Teachers’ professional knowledge landscapes: 
Teacher stories-stories of teachers, school stories-stories of school. Educational 
Researcher, 25(5), 2-14. 
Clandinin, D. J. & Connelly, F. M. (1998). Stories to live by: Narrative understandings of school 
reform. Curriculum Inquiry, 28(2), 149-164. 
Clandinin, D. J. & Connelly, F. M. (2000). Narrative inquiry. San Francisco, CA: Jossey-Bass 
Publishers. 
Collins, P. H. (1990). Black feminist thought: Knowledge, consciousness, and the politics of 
empowerment. New York: Routledge. 
Collins, P. H. (1996). What’s in a name? Womanism, black feminism, and beyond. Black 
Scholar, 26(1), 9-17.  
Connelly, F. M. & Clandinin, D. J. (1990). Stories of experience and narrative inquiry. 
Educational Researcher, 19(5), 2-14. 
Cooper, C. W. (2009). Parent involvement, African American mothers, and the politics of 
educational care. Equity & Excellence in Education, 42(4), 379-394. 
Craig, C. J. (1995). Knowledge communities: A way of making sense of how beginning teachers 
come to know in their professional knowledge contexts. Curriculum Inquiry, 25(2), 151-
175. 
Craig, C. J. (2001). The relationships between and among teachers’ narrative knowledge, 
communities of knowing, and school reform: A case of “The Monkey’s Paw”. 
Curriculum Inquiry, 31(3), 303-331. 
Craig, C. J. (2002). A meta-level analysis of the conduit in lives lived and stories told. Teachers 
and Teaching, 8(2), 197-221. 
  181 
Craig, C. J. (2005). The epistemic role of novel metaphors in teachers’ knowledge constructions 
of school reform. Teachers and Teaching: Theory and Practice, 11(2), 195-208. 
Craig, C. J. (2007). Story constellations: A narrative approach to contextualizing teachers’ 
knowledge of school reform. Teaching and Teacher Education, 23(2), 173-188. 
Craig, C. J. (2012). “Butterfly under a pin”: An emergent teacher image amid mandated 
curriculum reform. The Journal of Educational Research, 105(2), 90-101.  
Craig, C. J. (2013a). Coming to know in the ‘eye of the storm’: A beginning teacher’s 
introduction to different versions of teacher community. Teaching and Teacher 
Education, 29, 25-38. 
Craig, C. J. (2013b). Teacher education and the best-loved self. Asia Pacific Journal of 
Education, 33(3), 261-272.  
Craig, C. J. (2017). Sustaining teachers: Attending to the best-loved self in teacher education and 
beyond. In X. Zhu, A. L. Goodwin, & H. Zhang (Eds.), Quality of teacher education and 
learning: Theory and practice, (pp.193-205). New York, NY: Springer. 
Crites, S. (1979). The aesthetics of self-deception. Soundings: An Interdisciplinary Journal, 
62(2), 107-129. 
Dale, M., & Frye, E. M. (2009). Vulnerability and love of learning as necessities for wise teacher 
education. Journal of Teacher Education, 60(2), 123-130. 
Darder, A. (2010). Schooling bodies: Critical pedagogy and urban youth. In S. R. Steinberg 
(Ed.), Nineteen urban questions: Teaching in the city (2nd ed), (pp. xiii-xxiv). New York, 
NY: Peter Lang Publishing, Inc. 
Darling-Hammond, L. (2010). The flat world and education: How America’s commitment to 
equity will determine our future. New York: Teachers College Press. 
  182 
Darling-Hammond, L., Hammerness, K., Grossman, P., Rust, F., & Shulman, L. (2005). The 
design of teacher education programs. In L. Darling-Hammond & J. Bransford (Eds.), 
Preparing teachers for a changing world: What teachers should learn and be able to do 
(pp. 390-441). San Francisco, CA: Jossey-Bass. 
De Lissovoy, N., & Brown, A. L. (2013). Antiracist solidarity in critical education: 
Contemporary problems and possibilities. The Urban Review, 45, 539-560. 
Dell’Angelo, T. & Seaton, G. (2016). Students and teachers co-constructing identity. Journal of 
Urban Learning Teaching and Research, 12, 124-132. 
Delpit, L. (2006a). Other people’s children: Cultural conflict in the classroom (2nd ed.). New 
York: The New Press.  
Delpit, L. (2006b). Lessons from teachers. Journal of Teacher Education, 57(3), 220-231. 
Denzin, N. K., & Lincoln, Y. S. (2011). The SAGE handbook of qualitative research (4th ed.). 
Thousand Oaks, CA: Sage Publications.  
Dewey, J. (1938). Experience and education. New York: Macmillan. 
D. L. Moudy Elementary School. (2016, June). Peterson ISD partnership will create student 
teacher residency program. District News. Retrieved online. 
Eldor, L., & Shoshani, A. (2016). Caring relationships in school staff: Exploring the link 
between compassion and teacher work engagement. Teaching and Teacher Education, 
59, 126-136. 
Emdin, C. (2016a). For white folks who teach in the hood…and the rest of y’all too: Reality 
pedagogy and urban education. Boston, MA: Beacon Press.  
  183 
Emdin, C. (2016b, August 27). Why Black men quit teaching. The New York Times. Retrieved 
from https://www.nytimes.com/2016/08/28/opinion/sunday/why-black-men-quit-
teaching.html  
Farnsworth, V. (2010). Conceptualizing identity, learning, and social justice in community-based 
learning. Teaching and Teacher Education, 26(7), 1481–1489. 
Feagin, J. R. (2014). Racist America: Roots, current realities, and future reparations (3rd ed.). 
New York, NY: Routledge. 
Forseille, A., & Raptis, H. (2016). Future Teachers Clubs and the socialization of pre-service and 
early career teachers, 1953-2015. Teaching and Teacher Education, 59, 239-246. 
Frankenberg, R. (1993). White women, race matters: The social construction of whiteness. 
Minneapolis, MN: University of Minnesota Press.  
Gainer, J. S., & Larrotta, C. (2010). Reproducing and interrupting subtractive schooling in 
teacher education. Multicultural Education, 17(3), 41-47.  
Gay, G. (2000). Culturally responsive teaching: Theory, research, & practice. New York, NY: 
Teachers College Press. 
Gilligan, C. (1982). In a different voice: Psychological theory and women’s development. 
Cambridge, MA: Harvard University Press. 
Gilligan, C. (1991). Women’s psychological development: Implications for psychotherapy. In C. 
Gilligan, A. Rogers, & D. Tolman (Eds.), Women, girls & psychotherapy: Reframing 
resistance (pp. 5-32). Binghamton, NY: Harrington Park Press.  
Glaser, B. G. (1965). The constant comparative method of qualitative analysis. Social Problems, 
12(4), 436-445. 
  184 
Grumet, M. R. (1988). Bitter milk: Women in teaching. Amherst, MA: The University of 
Massachusetts Press. 
Guba, E. G., & Lincoln, Y. S. (2005). Paradigmatic controversies, contradictions, and emerging 
confluences. In N. K. Denzin & Y. S. Lincoln (Eds.), The Sage handbook of qualitative 
research (3rd ed.) (pp. 191-216). Thousand Oaks, CA: Sage Publications. 
Haberman, M. (2005). Star teachers: The ideology and best practice of effective teachers of 
diverse children and youth in poverty. Houston, TX: The Haberman Educational 
Foundation.  
Hammerness, K., Darling-Hammond, L., Bransford, J., Berliner, D., Cochran-Smith, M., 
McDonald, M., & Zeichner, K. (2005). How teachers learn and develop. In L. Darling-
Hammond & J. Bransford (Eds.), Preparing teachers for a changing world: What 
teachers should learn and be able to do (pp. 358-389). San Francisco, CA: Jossey-Bass. 
Hancock, S. D. (2011). White women’s work: On the front lines of urban education. In J. 
Landsman & C.W. Lewis (Eds.), White teachers/diverse classrooms: Creating inclusive 
schools, building on students’ diversity, and providing true educational equity (2nd ed.) 
(pp. 93-109). Sterling, VA: Stylus. 
Helms, J. E. (1990). Toward a model of White racial identity development. In J. E. Helms (Ed.), 
Black and white racial identity: Theory, research, and practice (pp. 49-66). New York, 
NY: Greenwood Press. 
Higgins, E. T. (1987). Self-discrepancy: a theory relating self and affect. Psychological Review, 
94(3), 319-340.  
Higgins, E. T. (1989). Self-discrepancy theory: what patterns of self-beliefs cause people to 
suffer. Advances in Experimental Social Psychology, 22, 93-136. 
  185 
Hong, J. Y. (2010). Pre-service and beginning teachers’ professional identity and its relation to 
dropping out of the profession. Teaching and Teacher Education, 26, 1530-1543. 
Horton, J. & Scott, D. (2004). White students’ voices in multicultural teacher education 
preparation. Multicultural Education, 11(4), 12-16. 
Hughey, M. W. (2014). The white savior film: Content, critics, and consumption. Philadelphia, 
PA: Temple University Press. 
Iannaccone, L. (1963). Student teaching: A transitional stage in the making of a teacher. Theory 
Into Practice, 2(2), 73-80. 
Ingersoll, R. M. & Strong, M. (2011). The impact of induction and mentoring programs for 
beginning teachers: A critical review of the research. Review of Educational Research, 
81(2), 201-233. 
Jackson, T. O., Bryan, M. L., Larkin, M. L. (2016). An analysis of White pre-service teacher’s 
reflections on race and young children within an urban school context. Urban Education, 
51(1), 60-81.  
Johnson Lachuk, A. S. & Mosley, M. (2012). Us & them? Entering a three-dimensional narrative 
inquiry space with white pre-service teachers to explore race, racism, and anti-racism. 
Race Ethnicity and Education, 15(3), 311-330.  
Kelchtermans, G. (1996). Teacher vulnerability: Understanding its moral and political roots. 
Cambridge Journal of Education, 26(3), 307-324. 
Kelchtermans, G. (2007). Professional commitment beyond contract: Teachers’ self-
understanding, vulnerability and reflection. In J. Butcher & L. McDonald (Eds.), Making 
a Difference: Challenges for teachers, teaching, and teacher education (pp. 35-53). 
Rotterdam, The Netherlands: Sense Publishers. 
  186 
Kelchtermans, G. (2009) Who I am in how I teach is the message: self‐understanding, 
vulnerability and reflection. Teachers and Teaching: Theory and Practice, 15(2), 257-
272. 
Khalil, D. & Brown, E. (2015). Enacting a social justice leadership framework: The 3 C’s of 
urban teacher quality. Journal of Urban Learning Teaching and Research, 11, 77-90. 
Kincheloe, J. L. & McLaren, P. (2005). Rethinking critical theory and qualitative research. In N. 
K. Denzin & Y. S. Lincoln (Eds.), The Sage handbook of qualitative research (3rd ed.) 
(pp. 303-342). Thousand Oaks, CA: Sage Publications. 
Kokka, K. (2016). Urban teacher longevity: What keeps teachers of color in one under-resourced 
urban school? Teaching and Teacher Education, 59, 169-179. 
Ladson-Billings, G. (1994). The dreamkeepers: Successful teachers of African American 
children. San Francisco, CA: Jossey-Bass. 
Ladson-Billings, G. (1995). Toward a theory of culturally relevant pedagogy. American 
Educational Research Journal, 32(3), 465-491. 
Ladson-Billings, G. (2011). “Yes, but how do we do it?” Practicing culturally relevant pedagogy. 
In J. Landsman & C. W. Lewis (Eds.), White teachers/diverse classrooms: Creating 
inclusive schools, building on students’ diversity, and providing true educational equity 
(2nd ed.) (pp. 33-46). Sterling, VA: Stylus. 
Ladson-Billings, G. & Tate, W. F. (1995). Toward a critical race theory of education. Teachers 
College Record, 97, 47-68.  
Lakoff, G. & Johnson, M. (1980). Metaphors we live by. Chicago, IL: University of Chicago 
Press.  
  187 
Lambson, D. (2010). Novice teachers learning through participation in a teacher study group. 
Teaching and Teacher Education, 26, 1660-1668. 
Landsman, J. G. & Lewis, C. W. (Eds.). (2011). White teachers/diverse classrooms: Creating 
inclusive schools, building on students’ diversity, and providing true educational equity 
(2nd ed.). Sterling, VA: Stylus. 
Laughter, J. C. (2011). Rethinking assumptions of demographic privilege: Diversity among 
White pre-service teachers. Teaching and Teacher Education, 27(1), 43-50.  
Le Maistre, C. & Paré, A. (2010). Whatever it takes: How beginning teachers learn to survive. 
Teaching and Teacher Education, 26, 559-564. 
Lea, V. (2004). The reflective cultural portfolio: Identifying public cultural scripts in the private 
voices of white student teachers. Journal of Teacher Education, 55(2), 116-127. 
Lloyd, G. (2007). Strategic compromise: A student teacher’s design of kindergarten mathematics 
instruction in a high-stakes testing climate. Journal of Teacher Education, 58(4), 328–
347. 
Lorde, A. (1988). A burst of light: And other essays. Ithaca, NY: Firebrand Books. 
Lynskey, A. C. (2015). Countering the dominant narrative: In defense of critical coursework. 
Educational Foundations, 28, 73-86.  
Margolis, J. (2006). New teachers, high-stakes diversity, and the performance-based conundrum. 
The Urban Review, 38(1), 27–44. 
Markus, H., & Nurius, P. (1986). Possible selves. American Psychologist, 41(9), 954-969. 
Markus, H., & Wurf, E. (1987). The dynamic self-concept: a social psychological perspective. 
Annual Review of Psychology, 38(1), 299-337. 
  188 
Mason, T. C. (1997). Urban field experiences and prospective teachers’ attitudes toward inner 
city schools. Teacher Education Quarterly, 24(3), 29–40. 
Mazzei, L. A. (2008). Silence speaks: Whiteness revealed in the absence of voice. Teaching and 
Teacher Education, 28, 1125-1136. 
Meister, S. M., Zimmer, W. K., & Wright, K. L. (2017). Social justice in practitioner 
publications: A systematic literature review. Journal of Urban Learning, Teaching, and 
Research, 13, 90-111. 
Michie, G. (2007). Seeing, hearing, and talking race: Lessons for White teachers from four 
teachers of color. Multicultural Perspectives, 9(1), 3-9. 
Milner, H. R., IV. (2012). Developing culturally relevant classrooms for urban African American 
students. In J. L. Moore, III & C. W. Lewis, African American students in urban schools: 
Critical issues and solutions for achievement (pp. 143-160). New York, NY: Peter Lang 
Publishing, Inc.  
Moѐ, A. (2016). Harmonious passion and its relationship with teacher well-being. Teaching and 
Teacher Education, 59, 431-437. 
Moore, J. L., III. & Lewis, C. W. (Eds.). (2012). African American students in urban schools: 
Critical issues and solutions for achievement. New York: Peter Lang Publishing, Inc. 
Munby, H. & Russell, T. (1994). The authority of experience in learning to teach: Messages from 
a physics methods class. Journal of Teacher Education, 45(2), 86-95. 
Nasser-Abu Alhija, F. & Fresko, B. (2010). Socialization of new teachers: Does induction 
matter? Teaching and Teacher Education, 26, 1592-1597. 
Noddings, N. (1984). Caring: A feminine approach to ethics and moral education. Berkeley, 
CA: University of California Press. 
  189 
Noddings, N. (1992). The challenge to care in schools: An alternative approach to education. 
New York, NY: Teachers College Press.  
Noddings, N. (2012). Philosophy of education (3rd ed.). Boulder, CO: Westview Press.  
Olson, M. R. (1995). Conceptualizing narrative authority: Implications for teacher education. 
Teaching and Teacher Education, 11(2), 119-135. 
Olson, M. R. & Craig, C. J. (2001). Opportunities and challenges in the development of teachers’ 
knowledge: The development of narrative authority through knowledge communities. 
Teaching and Teacher Education, 17, 667-684. 
Orland-Barak, L. & Maskit, D. (2011). Novices ‘in story’: What first-year teachers’ narratives 
reveal about the shady corners of teaching. Teachers and Teaching, 17(4), 435-450. 
Patton, M. (2002). Qualitative research and evaluation methods (3rd ed.). Thousand Oaks, CA: 
Sage Publications. 
Payne, R. K. (2005). A framework for understanding poverty (4th ed.). Highlands, TX: Aha! 
Process. 
Peterson Independent School District. (n.d.). Peterson ISD: Quick look 2015-16.  
Pinar, W. F. & Grumet, M. R. (1976). Toward a poor curriculum. Dubuque, IA: Kendall/Hunt. 
Pinnegar, S., & Daynes, J. G. (2007). Locating narrative inquiry historically. Handbook of 
Narrative Inquiry: Mapping a Methodology, 3-34. 
Pohan, C. A., & Adams, C. (2007). Increasing family involvement and cultural understanding 
through a university-school partnership. Action in Teacher Education, 29(1), 42–50. 
Polkinghorne, D. (1988). Narrative knowing and the human sciences. New York, NY: State 
University of New York Press. 
  190 
Popova, M. (2018, March). A burst of light: Audre Lorde on turning fear into fire. 
BrainPickings. Retrieved from https://www.brainpickings.org/2018/03/01/audre-lorde-a-
burst-of-light/  
Pratt, R. H. ([1892] 1973). “Official Report of the Nineteenth Annual Conference of Charities ad 
Correction.” Reprinted in “The Advantages of Mingling Indians with Whites.” In 
Americanizing the American Indians: Writings by the “Friends of the Indian,” 1880-
1900, 260-271. Cambridge, MA: Harvard University Press.  
Reagan, E. M., Chen, C., & Vernikoff, L. (2016). “Teachers are works in progress”: A mixed 
methods study of teaching residents’ beliefs and articulations of teaching for social 
justice. Teaching and Teacher Education, 59, 213-227.  
Rissanen, I., Kuusisto, E., & Kuusisto, A. (2016). Developing teachers’ intercultural sensitivity: 
Case study on a pilot course in Finnish teacher education. Teaching and Teacher 
Education, 59, 446-456.  
Saathoff, S. D. (2015). Funds of knowledge and community cultural wealth: Exploring how pre-
service teachers can work effectively with Mexican and Mexican American students. 
Critical Questions in Education, 6(1), 30-40.  
Safford, F. & Bales, B. (2011). Radical initiatives with case studies in the preparation of 
multicultural teachers. Journal of Urban Learning, Teaching, and Research, 7, 4-17. 
Schaefer, L. (2013). Beginning teacher attrition: a question of identity making and identity 
shifting. Teachers and Teaching: Theory and Practice, 19(3), 260-274. 
Schaefer, L., Downey, C. A., & Clandinin, D. J. (2014). Shifting from stories to live by to stories 
to leave by: Early career teacher attrition. Teacher Education Quarterly, 41(1), 9-27. 
  191 
Schatz-Oppenheimer, O. & Dvir, N. (2014). From ugly duckling to swan: Stories of novice 
teachers. Teaching and Teacher Education, 37, 140-149. 
Schӧn, D. A. (1983). The reflective practitioner: How professionals think in action. New York: 
Basic Books.  
Schwab. J. J. (1959). The “impossible” role of the teacher in progressive education. The School 
Review, 67(2), 139-159. 
Schwab, J. J. (1969). The practical: A language for curriculum. School Review, 78, 1-23. 
Seglem, R. & Garcia, A. (2015). “So we have to teach them or what?”: Introducing pre-service 
teachers to the figured worlds of urban youth through digital conversation. Teachers 
College Record, 117(3), 1-34.  
Shandomo, H. M. (2010). The role of critical reflection in teacher education. School-University 
Partnerships, 4(1), 101-113.  
Slattery, P. (2013). Curriculum development in the postmodern era: Teaching and learning in an 
age of accountability (3rd ed). New York, NY: Routledge.  
Stachowski, L. L., & Frey, C. J. (2003). Lessons learned in Navajoland: Student teachers reflect 
on professional and cultural learning in reservation schools and communities. Action in 
Teacher Education, 25(3), 38–47. 
Stachowski, L. L., & Mahan, J. M. (1998). Cross-cultural field placements: Student teachers 
learning from schools and communities. Theory Into Practice, 37(2), 155– 162. 
Stake, R. E. (2005). Qualitative case studies. In N. K. Denzin & Y. S. Lincoln (Eds.), The Sage 
handbook of qualitative research (3rd ed.) (pp. 443-466). Thousand Oaks, CA: Sage 
Publications. 
Stake, R. E. (1978). The case study method in social inquiry. Educational Researcher, 7(2), 5-8.  
  192 
Steinberg, S. R. (Ed.). (2010). 19 urban questions: Teaching in the city (2nd ed.). New York: 
Peter Lang Publishing, Inc. 
Strauss, A. & Corbin, J. (1990). Basics of qualitative research: Grounded theory procedures and 
techniques (2nd ed). Thousand Oaks, CA: Sage Publications.  
Strong, M. & Baron, W. (2004). An analysis of mentoring conversation with beginning teachers: 
Suggestions and responses. Teaching and Teacher Education, 20(1), 47-57. 
Swartz, E. (2003). Teaching white pre-service teachers: Pedagogy for change. Urban Education, 
38(3), 255-278.  
Tabachnick, B. R., & Zeichner, K. M. (1984). The impact of the student teaching experience on 
the development of teacher perspectives. Journal of Teacher Education, 35, 28-36. 
Toshalis, E. (2010). From disciplined to disciplinarian: The reproduction of symbolic violence in 
pre-service teacher education. Journal of Curriculum Studies, 42(1), 1– 31. 
University Briefs. (2016, August). Partnership places students in Peterson ISD. Retrieved 
online.  
University Briefs. (2017, January). Developing high-impact leaders: Residency program’s first 
semester. Retrieved online.  
Valencia, S. W., Martin, S. D., Place, N. A., & Grossman, P. (2009). Complex interactions in 
student teaching. Journal of Teacher Education, 60(3), 304–322. 
Van Waes, S., Moolenaar, N. M., Daly, A. J., Heldens, H. H.P.F., Donche, V., Van Petegem, P., 
& Van den Bossche, P. (2016). The networked instructor: The quality of networks in 
different stages of professional development. Teaching and Teacher Education, 59, 295-
308. 
  193 
Waddell, J. (2011). Crossing borders without leaving town: The impact of cultural immersion on 
the perceptions of teacher education candidates. Issues in Teacher Education, 20(2), 23-
36.  
Wang, K. T., Castro, A. J., & Cunningham, Y. L. (2014). Are perfectionism, individualism, and 
racial color-blindness associated with less cultural sensitivity? Exploring diversity 
awareness in white prospective teachers. Journal of Diversity in Higher Education, 7(3), 
211-225.  
Watkins, W. H. (2001) The White architects of Black education: Ideology and power in America, 
1865-1954. New York, NY: Teachers College Press. 
Yuan, E. R. (2016). The dark side of mentoring on pre-service language teachers’ identity 
formation. Teaching and Teacher Education, 55, 188-197. 
Yusko, B., & Feiman-Nemser, S. (2008). Embracing contraries: Combining assistance and 
assessment in new teacher induction. Teachers College Record, 110(5), 923-953. 
Zeichner, K. M. (2003). The adequacies and inadequacies of three current strategies to recruit, 
prepare, and retain the best teachers for all students. Teachers College Record, 105(3), 
490-519.  
Zozakiewicz, C. (2010). Culturally responsible mentoring: Exploring the impact of an alternative 
approach for preparing student teachers for diversity. The Teacher Educator, 45, 137-
151. 
  194 
APPENDIX A  
INTERVIEW QUESTIONS 
 
Interview 1 (60-90 minutes) 
1. Can you tell me a little bit about yourself?  
a. Describe your own schooling experiences. 
b. Can you describe the cultural makeup of the schools you attended? 
c. Discuss why you chose to become an educator and the personal motivations that lead 
to this decision. 
2.  Can you describe your teacher education preparation prior to clinical teaching? 
3. Please tell me about your clinical teaching experience. 
a. Please discuss your feelings of preparedness for clinical teaching in a diverse school 
placement. 
b. Can you describe how you felt about yourself as a teacher during your clinical teaching 
experience? 
c. Can you tell me about an experience you had during clinical teaching that involved 
cultural mismatch? 
d. Can you share some of the feelings this experience evoked? 
e. How do you think this experience (or similar experiences) impacted your development 
as an educator? 
 
Interview 2 (45-60 minutes) 
4. Now that you are in your own classroom, how do you feel about your teacher preparation? 
 a. Describe the feelings have you experienced in the first few weeks of teaching. 
5. Please discuss the preparation and ongoing professional development you’ve engaged in 
between the end of clinical teaching and the start of the school year. 
6. Describe how the beginning of the school year is going for you. 
 a. Can you describe how you feel about yourself as a new teacher? 
 b. Discuss an experience you’ve had during these first few weeks of teaching that has 
involved cultural mismatch. 
 c. Describe the feelings this experience has evoked. 
 d. How has this experience impacted you as an educator? 
7. Discuss how you’ve begun to learn about the community in which you’re teaching. 
8. Discuss interactions with other staff in your building during these first few weeks of teaching. 
9. Discuss interactions with parents, families, and community members during these first few 
weeks of teaching. 
 
Interview 3 (45-60 minutes) 
10. Please reflect on your first semester of teaching, can you describe the feelings you’ve 
experienced over the first few months of teaching? 
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11. Describe professional development that you’ve received during this first semester, either 
through your school, your district, or sought out personally. 
12. Discuss your feelings about yourself as an educator. 
 a. Describe your feelings of academic competence. 
 b. Describe your feelings of cultural competence. 
 c. Describe your feelings on your ability to build meaningful relationships with students. 
 d. Describe your feelings on your ability to build meaningful relationships with parents, 
families, and the greater school community. 
13. Discuss how you have engaged with the school community outside of your classroom. 
 a. With students? 
 b. With parents and families? 
 c. With school staff? 
 d. With the community in which your school is located? 
14. Discuss interactions with your students, your staff, your students’ parents and families, your 
school community. 
 a. How have these interactions impacted your development as an educator? 
15. What do you see as the biggest change in yourself as a teacher in regards to cultural 
competence? 
16. Discuss areas where you feel you still have room for growth as an educator and possibilities 
for future development. 
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APPENDIX B  
JOURNAL DIRECTIONS 
For each journal entry, please focus on the theme of cultural competence and cultural mismatch 
in your teaching (both in and out of your classroom). You may reflect on any instances (positive 
or negative) that occur with students, staff, parents and families, or community members.  
In order to maintain and preserve confidentiality throughout, please do not include the 
following information: 
 Your Name (use I, we, etc. instead) 
 Student/Parent/Staff Names (use gender and cultural descriptors instead – 
White male student, African American female student, school nurse, principal, 
etc.) 
 School Name (instead refer to it as ‘the school’ or ‘the building’) 
 School Neighborhood Markers (instead use generic terms such as neighborhood 
library, corner store a block from the building, basketball court in the neighboring 
city park, etc.) 
 
Each of your journal entries, completed bi-monthly, must follow the cycle outlined below 
(Brown & Irby, 2001): 
1. Select – Choose an event and any supporting artifacts that support the theme of cultural 
competence or cultural mismatch. Artifacts could include student work (without the 
name), correspondence with parents or staff (without names), lesson plans, etc. 
 
2. Describe – Give a description of the situation and setting of the selected event, 
interaction, or instance. Include the Who? What? When? Where? 
 
3. Analyze – This is a step for “digging deeper” into the WHY of your event and artifact 
selection and HOW your selection relates to decision making and/or overall goals as a 
teacher. 
 
4. Appraise – Interpret the events described and the experience gained. Also discuss the 
impact the experience had on you as a teacher and how this might impact your 
interactions in the future. 
 
5. Transform – Use the insight gained from the selected instance or experience to plan for 
similar experiences or situations in the future. Discuss ways to improve your planning, 
your teaching, and/or your practice. 
 
